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GENDER EQUITY IN SOCIAL STUDIES COURSES: 
AN ANALYSIS OF TEACHERS’ UNDERSTANDINGS, CURRICULUM, 
AND CLASSROOM PRACTICES 
KAYLENE MAE STEVENS 
Boston University, School of Education, 2016 
Major Professor: Stephan E. Ellenwood, Ph.D., Associate Professor of Education 
 ABSTRACT  
Gender inequity and inequality in the United States are persistent problems.  
Schools, as agents of socialization, can serve as mechanisms to reduce inequities.  Yet, 
despite attempts at reform, there is little evidence of change.  The high school social 
studies classroom is an important space because it is a place where students learn cultural 
norms and develop representations of various groups.  Yet, the literature shows a 
significant underrepresentation of women in the social studies classroom (Crocco, 2008; 
Noddings, 1992; Schmeichel, 2011).  This lack of representation could contribute to the 
persistence of inequality or, at the very least, maintain the status quo.  Thus, 
understanding how children learn about women in the social studies classroom is 
important in creating gender equity in the United States.  However, there is scant research 
on the role of the social studies teacher in the gender socialization of students.  Gender 
bias is still a prevalent problem in many American classrooms (Sadker & Sadker, 2010).  
Evidence suggests that teacher beliefs might play an important role in what students learn 
(Pajares, 1992).  The results of this study provide insight into how feminist teachers’ 
beliefs about gender inequity might influence their teaching practices, specifically their 
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curriculum and their classroom practices.  I studied six high school history teachers who 
had been identified to promote gender equity in their classrooms.  Data from the teachers 
was collected and analyzed through interviews and observations to determine the 
relationship between teachers’ beliefs about gender equity and their teaching practices.  
These teachers had specific commonalities in classroom discourse, curricular 
modifications, and professional practices.  The role of advocacy of teacher advocacy for 
equity was also examined, along with the current barriers for gender-equitable teaching, 
as voiced by the participants.  
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CHAPTER 1: INTRODUCTION 
Although, women have made some gains both socially and economically, 
inequality, in the workforce and at home persists.  According to recent data women today 
earn 77 cents on the dollar compared to men; furthermore, the wage gap has barely 
narrowed since the mid-1990s (Luce & Brenner, 2006).  At the current rate, the domestic 
wage gap is closing at less than one-quarter cent per year.  Other data indicate that in 
recent years the gap has actually grown (Hegewisch, Liepmann, Hayes, & Hartmann, 
2010).  In 2012, the “ratio of women’s to men’s median weekly full-time earnings was 
80.9 percent, a decline of more than one percentage point since 2011 when the ratio was 
82.2 percent” (Hegewisch et al., 2010, p.1).   
One area in which women are advancing is in college attendance.  Women 
comprise 60% of college graduates (Fisher, 2013).  However, that education gain has not 
translated into high-status positions in business, law, science, and government.  In 2011, 
only 12 of the Fortune 500 companies had women CEOs.  In 2014, women held only 20 
of 100 Senate seats and 79 of 435 House of Representatives seats.  It is not just that 
women are not represented equally—despite greater numbers of women in the workforce, 
these women are not being promoted and are not reaching top management positions.  As 
Sheryl Sandberg (2013) reported, 
In the United States, women have had 14 percent of the top corporate jobs and 17 
percent of the board seats for 10 years.  Ten years of no progress.  In those same 
10 years, women are getting more and more of the graduate degrees, more and 
more of the undergraduate degrees, and it's translating into more women in entry-
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level jobs, even more women in lower-level management.  But there's absolutely 
been no progress at the top.  You can't explain away 10 years.  Ten years of no 
progress is no progress. (p. 4) 
Critics may claim that women are opting out, that is, choosing lower-status 
positions or those in stalling sectors in order to be at home with their families or to have 
more flexible schedules.  Although this is certainly the case for some women, it does not 
fully explain women’s unequal representation in the workforce.  This explanation ignores 
the underlying sexism that still exists in our society today.  
One example of that underlying sexism is illustrated in the Howard/Heidi study 
(Tempest, 2000), which looked at how men and women are perceived differently in the 
workplace.  Researchers from Columbia’s Business School asked students to appraise the 
resumes of two applicants and to decide whom they wanted to work with.  The 
researchers changed the name on the resume from Howard to Heidi, but they left every 
other detail about the individual the same.  They then divided the class in half; one half 
read Howard’s resume and the other read Heidi’s.  Howard was perceived as a more 
appealing colleague, while Heidi was seen as selfish and not the type of person one 
would want to work for.  The results indicated that the same qualities that readers 
perceived as appealing in men were perceived as negative in women, perhaps explaining 
why men are more often promoted to positions of power.  Critics may argue that this 
perception of women does not translate into economic disparities; yet, in their research on 
the wage gap, Farrell and Glynn (2013) explained that 40% of the wage gap could not be 
attributed to measurable causes such as working fewer hours or choosing lower paying 
 
 
3 
jobs with more flexible hours.  This suggests that at least part of that 40% might be due to 
institutionalized sexism.  Institutionalized sexism refers not to individual acts of 
discrimination but rather a system that reinforces patriarchy.   
Despite solid evidence that gender inequality exists, the precise causes remain an 
issue of debate among researchers, scholars, and politicians.  Some argue that the 
inequality is caused by the prevalence of gender stereotypes in our culture (hooks, 2000).  
Although these stereotypes are reinforced in numerous settings and contexts, including 
media and families, the school context is of special concern.  Rather than serving as a 
springboard for change and awareness, schools may actually contribute to the problem.  
For example, although the social studies classroom in particular might be expected to be 
a context in which cultural norms are challenged and awareness of gender inequality is 
developed, data on social studies curricular materials suggest that this is not the case.   
In the social studies curriculum, women are underrepresented in textbooks.  
Several textbook analyses have shown that women are underrepresented and undervalued 
(Avery & Simmons, 2001; Commeyras, 1996; Feiner, 1993; Schocker & Woyshner, 
2013).  For example, one study found women were mentioned 258 times in textbooks, 
while men were mentioned 1,899 times (Avery & Simmons, 2001).  In another study, 
Feiner (1993) examined several economic history textbooks and found that stereotypes of 
women such as a women as mothers and homemakers were prevalent.  Women were 
often left out of the discussion on income inequality and unemployment.  With the 
exclusion of women in social studies curricula, as young men and women learn about the 
history of the world, they learn little about women's roles in it, and this reinforces norms 
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and conditions that underlie gender inequality. 
Beyond the lack of representation of women in textbooks, the way in which 
women are represented in the larger social studies curriculum is also problematic.  Recent 
research concerning gender and human rights in world history standards presents a dismal 
picture of women’s place in history (Crocco, 2008).  Both the perspective presented and 
the language used in the social studies curriculum is used to reflect and maintain the 
dominant values of patriarchy (Sanford, 2002).  For example, Sanford, in her work 
observing social studies classrooms, found that the language of social studies reflects 
male-dominated values:  “While curriculum documents do not exclusively/specifically 
refer to males, reference to ‘government,’ ‘political parties,’ ‘military,’ and ‘church’ serve 
to exclude females as having little or no place in these structures” (Sanford, 2002, p. 4).  
If teachers are following this exclusionary curriculum, then schools may be contributing 
to the problem of gender inequality; however, if their curriculum is inclusive, then the 
opposite may be true.  There is some research on how education both in psychology and 
women’s studies can reduce sexism (Jones & Jacklin, 1988; Pettijohn, Terry, & Walzer, 
2008). 
 Prior studies have often focused on the role of the curriculum and texts, rather 
than the role of the teacher.  Although, research on teacher beliefs has been growing since 
the late 1990s, relatively little is known about the influence of a teacher’s beliefs on his or 
her curricular choices and classroom practice, especially in social studies.  The research 
on teacher beliefs and student outcomes is focused heavily in the mathematics and 
science domains (Gunderson, Ramirez, Levine, & Beilock, 2012), and no research has 
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been done to date in the social studies realm (Crocco, 2008).  There are, though, a few 
studies that are suggestive: there is evidence that teacher beliefs may influence teacher-
student interactions (She, 2000), and, more specifically, one study showed that a science 
teacher’s beliefs concerning gender differences in learning styles may influence how the 
teacher treats male and female students, as well as how often the teacher interacts with 
each gender (She, 2000).  Gaining a full understanding of teachers’ beliefs on gender 
inequality may help provide clarity on how gender is represented in the classroom.  For 
example, if teachers operate from a feminist lens and use gender-equitable practices, 
might they potentially mitigate curricular materials that reinforce gender inequality? In 
this study I set out to answer that question.  
Research Questions 
This study examined the following research questions: 
 Is there a relationship between high school social studies teachers’ beliefs about 
gender equity and their teaching practices, their curricular design, and the degree 
to which they advocate for their beliefs? 
 Do social studies teachers’ with beliefs about gender equity adjust their teaching 
practices?  In what ways and to what extent?  If not, why not? 
 Do social studies teachers’ with beliefs about gender equity adjust their 
curriculum?  In what ways and to what extent?  If not, why not? 
 Do social studies teachers’ with beliefs about gender equity advocate for their 
beliefs in their department?  In what ways and to what extent?  If not, why not? 
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Definition of Terms 
This study uses several terms that need further definition.  Scholars have debated 
definitions of feminism, gender, inequity, inequality, and other concepts surrounding this 
work.  Gender, for the purposes of this study, refers to social and cultural differences, 
rather than biological ones between males and females.  These differences include but are 
not limited to, the teachers’ beliefs and experiences surrounding gender roles, gender 
stereotypes, sexism, patriarchy, feminism, gender stratification, gender inequality, and 
gender inequity.  Feminism, for the purposes of this study, is defined as a movement to 
end sexism, sexist exploitation, and oppression (hooks, 2000).  Feminists are people who 
support this movement.  Yet, the process through which someone develops a feminist 
identity is a bit more complex.  Downing and Roush’s (1985) work on developing a 
feminist identity includes five stages:  
1. passive acceptance 
2. revelation  
3. embeddedness-emanation 
4. synthesis 
5. active commitment to feminist 
Another important distinction is the difference between gender equality and equity.  
Gender equality is defined as providing the same opportunities to students regardless of 
gender.  Gender equity operates under the premise that certain groups have been 
historically disadvantaged and therefore need extra resources or supports (Streitmatter, 
1994).  Equitable treatment in the classroom may mean providing more opportunities to 
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at-risk groups to equalize the playing field.  Using a gender-equity approach, females 
(since historically disadvantaged) may need additional resources (Streitmatter, 1994).  An 
example of this would be a school creating an all-female science league to encourage 
additional participation in a field in which women are typically underrepresented.   
Also essential to this study are the definitions of classroom practices, curriculum, 
classroom discourse, and classroom artifacts.  Through their interaction, students and 
teachers create a common and shared understanding of their roles and relationships, as 
well as norms and expectations about the material being shared (Candela, 1998).  
Classroom practices represent all that the teacher does in his or her work; for the 
purposes of this study, the observer will focus on curriculum and classroom discourse.  
Curriculum is generally defined as the course of studies provided by the state or school 
for the students (Streitmatter, 1994).  Classroom artifacts are defined as any work relating 
to the teacher’s practice including, but not limited to, sample lessons, student work, and 
curriculum maps.  Classroom discourse is defined as communication between teachers 
and students in classrooms.   
Teacher beliefs also comprise an area that needs further definition.  Pajares (1992) 
explained that distinguishing beliefs from knowledge is a difficult task.  Abelson (1979) 
“defined beliefs in terms of people manipulating knowledge for a particular purpose or 
under a necessary circumstance” (p. 309).  Dewey (1933) also wrote about beliefs, 
explaining that beliefs include the knowledge we are not yet sure of, but we accept as 
true.  In this study, a belief is defined as an evaluation or judgment that a teacher may 
have about teaching, students, learning, social studies, or gender. 
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Finally, a distinction must be made between history and social studies classes.  For the 
purposes of this study, social studies is described as “the integrated study of the social 
sciences and humanities to promote civic competence” (National Council for the Social 
Studies, 2010, p. 3). Social studies includes, but is not limited to, the disciplines of 
anthropology, economics, geography, history, political science, psychology, and 
sociology.  History is a discipline within the subject of social studies.  History refers to 
the study of the past and generally includes, but is not limited to, world history and 
United States history.  In the United States, history is typically the most widely taught 
discipline in K–12 social studies.  
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CHAPTER 2: THEORETICAL FRAMEWORK AND LITERATURE REVIEW 
While feminism has magnified sexism in American society, gender inequity 
continues to be a prevalent problem.  Schools are a unique venue for dealing with issues 
of equality, because they are places where social change can occur while students are 
developing their ideas about the world.  However, research shows that schools may not 
be addressing gender inequity—and, worse, may be contributing to the problem (Sadker 
& Sadker, 2010).  In particular, social studies classrooms, where the opportunity to 
challenge the status quo exists, have been inadequate in covering gender and representing 
women (Crocco, 2008; Noddings, 2001).  Gender bias in schools has long been 
established (Sadker & Sadker, 2010), but what is often not studied is what teachers can 
do to overcome gender bias.  Scholars have called for more examination of teachers’ 
beliefs and their influence on curriculum and teaching (Pajares, 1992; Richardson, 2013).  
As a result of deeply entrenched gender beliefs, teachers might be perpetuating the 
androcentric worldview that currently dominates social studies curricula, or, alternatively, 
they might have the opportunity to challenge patriarchal norms (She, 2000; Streitmatter, 
1994).  It has been established that education can also serve as a way to reduce sexism in 
both students and teachers (Pettijohn et al., 2008).  To further understand how education, 
or the teacher himself or herself, can reduce sexism or at least bring more awareness to 
issues of gender equity, it is important to review what has been studied about this 
complex topic. 
The purpose of this chapter is to first describe the study’s theoretical framework 
of critical feminism and then to provide a review of the literature that situates this study 
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within the larger fields of research on gender and social studies.  In the literature review, 
after describing the historical roots of the feminist movement, I turn my attention to 
schools, looking specifically at gender bias in American public schools.  Then I narrow 
the focus to how social studies instruction contributes to gender inequity through 
textbooks and curricular materials that often misrepresent and underrepresent women.  
Finally, I look at the role of the teacher, establishing the arguments that beliefs do 
influence practices, and, more specifically, beliefs about gender can also influence 
practices.   
Theoretical Framework 
Critical feminism provides a theoretical lens for this study.  It combines both 
feminist theory and critical theory.  Feminist theory focuses on the belief that men and 
women are equal and should have equal rights (Wood, 2003).  There are many feminist 
perspectives; however, this study is rooted in the feminist perspective of hooks (2000), 
who argued that: 
 Many people have been socialized by family, school, peers, and media to 
accept sexist thinking. 
 Gender stratification occurs when gender differences give men greater 
power over women, transgender, and gender non-conforming people. 
 In our society a system of power patriarchy is in place based on the 
assumption of male supremacy. 
  Using a feminist lens gives voice to women.  It examines women’s social roles 
and histories in order to expose inequity and to provide value to women’s lives (Wood, 
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2003).  Furthermore, it is important to note that feminism can be used in mainstream 
educational research and should not be solely used in gender studies or women’s studies 
research.  Social studies classrooms are prime places to include feminist theory.  
Feminist theories make a clear distinction between gender, which is a socially 
constructed definition, and sex, which often refers to the biological differences between 
men and women.  This study focuses on gender and the powers and privileges that gender 
grants or denies men and women.  Feminists do not accept that men instinctively or 
deliberately subordinate women.  Rather, socialization has continued to reinforce a 
system of patriarchy that fails to benefit women or men, and schools, as powerful agents 
of socialization, continue to perpetuate dominate values.  Therefore, critical theory is a 
perfect companion to feminist theory for grounding this study, because it examines the 
structures that promote inequity and promotes alternatives to give power to those 
historically oppressed.   
 Critical theory is rooted in social change.  Those who promote critical theory are 
particularly interested in analyzing dominant power structures and examining how those 
structures benefit the dominant groups.  Additionally, critical theorists “want to 
understand how oppressed groups become empowered” (Woods, 2003 p. 206).  Critical 
theory examines dominant powers with the hope of giving voice to those who are most 
marginalized.  It does not see women or other groups as victims but rather as people 
whose outcomes are a result of the social structures in place.  Critical theory attempts to 
not only reveal the power struggle but also look at how groups resist it (Woods, 2003).  It 
does this by not only studying inequity on a macro level but also critiquing everyday 
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practices, including those that occur in institutions such as schools.   
Intersection of Feminist Theory and Critical Theory  
 The pairing of these two theories serves this study well, because the goal of this 
work was to examine those who are working to change patriarchy in schools based on 
their feminist beliefs.  According to Dow and Woods (2006), “When critical and feminist 
theories intersect, the result is theories that identify, critique, and seek to change 
inequities and discriminations, particularly those that are based on sex and gender” (p. 
206).  Critical feminist theory (CFT) operates under some basic assumptions.  First, 
women comprise a subordinate group that has historically not participated in defining the 
society they live in.  Second, women’s experiences are not always represented in the 
dominant culture and, finally, valuing and giving voice to those experiences is critical to 
achieving full inclusion (Wood, 2003).  Those who do research using the critical feminist 
lens examine practices that focus on giving voice to women.  The goals of this theory in 
relation to this study are: 
1. to examine power relationships linked to unequal status and privilege for 
women; 
2. to use that knowledge to raise awareness of women’s experiences and 
perspectives, which have historically been less valued than men’s experiences; 
and 
3. to work to achieve gender equity in schools by examining the work of 
feminist teachers. 
The feminist framework operates under the premise that schools socialize students 
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under a system of patriarchy.  The critical framework seeks to empower women to change 
their status.  Therefore, combing these two theories offers an important way to examine 
teachers’ instructional choices related to gender within the high school social studies 
classroom, as well as to study how those choices can serve to change the current power 
structure.  By using both feminist and critical theory, this study explores both inequity 
and social change.   
The History and Present State of Feminism 
American women have been fighting for equal footing since the signing of the 
Declaration of Independence.  Abigail Adams famously told her husband “to remember 
the ladies” when signing the Declaration of Independence; sadly, he did not.  Women 
were left out of this document and were considered men’s property for many decades to 
follow.  The struggle for political and legal equality became the first wave of feminist 
politics (Banaszak, 2010).  In 1848, the first women’s rights convention was held at 
Seneca Falls.  Here, women and men, although not officially titled so, became the first 
feminists by writing the Declaration of Sentiments and officially declaring women 
independent of men.  The main focus of what historians have dubbed the first generation 
of feminists was gaining legal equality, and at the forefront of that goal was gaining the 
right to vote (Rowe-Finkbeiner, 2004).  Women finally achieved this goal with the 
passing of the 19th amendment in 1920.  As Rowe-Finkbeiner wrote:  
The first wave of the women’s movement is significant, not only because women 
obtained the right to vote, but because their work helped change the perception of 
women from voiceless dependents to independent thinkers with a valid voice in 
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shaping the country. (p.  23) 
This first wave was crucial to feminism, because it gave women political equality and 
signaled a movement away from women as men’s property.   
The second wave of feminism sought to expand women’s independence while 
also making gains for women towards economic independence.  During the second wave 
of feminism, activists were proudly carrying the name “feminists.”  This wave was active 
during the 1960s and 1970s, when women fought for cultural, political, and economic 
equality to men.  Betty Friedan’s The Feminine Mystique (1963) is often cited as igniting 
the second wave of feminists.  In her book, she exposed “the problem that has no name,” 
describing how women had given up their ambitions in order to be homemakers or please 
their husbands (Banaszak, 2010).  During the second wave, feminists made important 
gains for women’s equality, such as legal abortions, a ban on discrimination in schools, 
and a significant increase in the number of women in the workforce.  Men and women 
activists also unsuccessfully fought for an equal rights amendment to be added to the 
constitution.  While the second wave of feminism has been dubbed as incredibly 
important, it has also been criticized as an upper-class White women’s struggle.  The 
second wave has also been criticized for forcing women to do too much by playing the 
dual role of mother and breadwinner, leading to the popular expression “the second 
shift,” in which women have to work both inside and outside the home, which adds extra 
strain and stress for women (Hochschild & Machung, 2012).  The problem of the second 
shift has not yet been resolved by the third wave of feminism.   
The feminist movement stalled in the 1980s due to the conservative political 
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landscape, but it has picked up some momentum in the 2000s.  Rowe-Finkbeiner (2004) 
explained the complexities of defining the third wave: 
Although the third wave is generally associated with women who were born 
between the mid-1960s and the 80s, the age boundaries are actually more fluid.  
What makes defining the third wave challenging is that not only is shared label 
(feminism) missing, also missing is the shared movement that connects the 
factions of modern feminism and moves shared issues into the broad arena of 
popular concern. (p. 32) 
Commentators do agree on some shared commonalties of the third wave.  The 
third wavers, or the modern feminists, are concerned with including women of color and 
varying socioeconomic classes.  Some are also wary of the feminist label as many view it 
as a radical word.  Monaghan (2009), a scholar in the field of gender equity, explained 
the consequences of 
feminism being systematically tempered by the media, the government, and other 
vehicles of popular culture, such as Pat Robertson’s assertion that, “Feminists 
encourage women to leave their husbands, kill their children, practice witchcraft, 
become lesbians, and destroy capitalism” (in Baumgardner & Richards, 2000, p. 
61).  Feminism has, quite simply, become a bad word. (p. 3) 
The fear of the word “feminism” continues to be prominent today.   
bell hooks, a prominent scholar in modern feminism, who is known for her work 
Feminism for Everybody (2000), encourages equality for all women while attempting to 
debunk the negative connotation associated with the word feminism.  Her work in critical 
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feminism provided a lens for this study.  There are many critical feminist perspectives; 
however, this study is rooted in the work of bell hooks.  To better understand teachers’ 
instructional choices related to gender within the high school social studies classroom, 
critical feminism offered an important lens through which to examine gender inequity.  
This framework allowed for better understanding of how schools can socialize students 
under a system of patriarchy. 
 In the United States, teaching has long been a feminized field.  Historically, the 
role of schoolteacher has been one that educated women have been able to advance. 
Lortie, author of Schoolteacher: A Sociological Study (1975), a comprehensive study of 
the teaching profession, explained, “Despite decades of talk about equalizing 
opportunities for women who work, occupation is one of the very few where substantial 
numbers of women perform the same work as men and in fact receive the same 
compensations” (p. 9).  According to Lortie, teaching was seen as “a suitable lifelong 
employment for a woman, but for men is accepted as primarily a way to move up” (p. 9).  
Due to these phenomena, women outnumber men in the teaching profession.  In fact, in 
2011, 84% of public schoolteachers were women (Feistritzer, Griffin, & Linnajarvi, 
2011).  Since public schools have largely been a domain where women have comprised a 
large majority of teachers, one might assume that this domain would have given more 
attention to gender equity.  
Gender Bias in the Classroom and Its Impact 
Sadker and Sadker (2010) documented gender bias in the classroom in their book 
Failing at Fairness: How America's Schools Cheat Girls.  Sadker and Sadker (2010) 
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explained, “Every day in America little girls lose their independence, achievement, and 
self-esteem.  Subtle and insidious, the gender biased lessons result in quiet catastrophes 
and silent losses.  But the causalities of tomorrow’s women are very real” (p. 76).  Sadker 
and Sadker spent decades of work documenting gender bias.  They began by examining 
standardized test data.  What they found was that young girls in early grades measured 
ahead or equal to boys on almost every standardized measure of academic achievement 
and psychological well-being; however, by the time they entered high school, SAT and 
ACT scores had fallen behind boys.  Girls were scoring far lower than their male 
counterparts on achievement tests for college.  This trend was particularly significant in 
mathematic scores. Sadker and Sadker set out to find why this gap existed.   
They conducted over 10 years of research and thousands of hours of classroom 
observation focusing on how teachers treat both boys and girls in the classroom.  They 
concluded gender “bias exists from the elementary grades through medical and law 
school” (p. x).  They repeatedly documented how boys volunteered more, were called on 
more, and given more critical feedback by teachers.  When they interviewed the teachers 
about why boys are given more attention, the teachers reported that it was “because boys 
need it more.  Boys have trouble reading, writing, doing math” (p. 5).  According to 
Sadker and Sadker, increased teacher attention contributes to enhanced student 
performance, which in turn hurts girls.  After interviewing hundreds of teachers, they 
found that most educators were unaware of gender bias and how it negatively impacts 
females  
Beyond less attention provided to female students, Sadker and Sadker also 
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described the use of traditional sexist language in the classroom, lack of curricular 
materials representing women, and the historical implications of a 300-year struggle to 
allow women full participation in schools.  It was not until the first half of the 19th 
century when public school even entertained the radical idea of admitting women.  
Women were allowed an education as long as the focus was on morals, manners, and 
motherhood.  In fact, one acceptable profession in the 1800s for women was teacher, 
since the role of the teacher was to instill moral values in pupils.  Women, as late as the 
1980s, were also trained in school on how to be a good wife and homemaker.  Even in the 
21st century, Sadker and Sadker (2010) found that we still train young children for 
traditional gender roles.  They observed that  
when teachers talk to girls about their appearance, the conversations are usually 
longer, and the focus stays on how pretty the girl looks.  When boys are praised, it 
is most often for the intellectual quality of their ideas.  Girls are twice as likely to 
be praised for following the rules. (p. 57) 
By praising young women for their appearance and for following the rules, 
teachers are presenting a hidden curriculum, one that sends the message that boys need to 
be smart and girls need to be pretty.  This type of hidden curriculum in schools can be 
very dangerous for women, especially at an age when young women are beginning to 
understand the societal pressure to look or behave a certain way.  Girls have alarmingly 
high rates of low self-esteem, eating disorders, and depression in adolescence compared 
to their male counterparts (Sadker & Sadker, 2010).  Adolescence is also the time in 
which girls begin to underperform in comparison to boys on standardized achievement 
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tests.  The subtle messages teachers send might be leading to gaps in test scores and 
academic achievement.  The hidden curriculum might also translate into long-term 
ramifications, leading women to shy away from entering the fields of mathematics and 
science, arguing for equal pay, or standing against domestic violence.  In essence, how 
we teach women to behave in Grades K–12 can lead to a lifetime of gender inequity.   
Sadker and Sadker (2010) found damaging not only the hidden curriculum for 
women but also the written curriculum, particularly in the social studies classroom.  
American history textbooks had few images of women.  Worse, according to their 
research, history teachers were creating sexist handouts that left women out or only 
showed them in traditional gender roles.  Sadker and Sadker explained:  
When girls do not see themselves in the pages of textbooks our daughters learn 
that to be female is to be absent partner in the development of our nation.  And 
when teachers add their stereotypes to the curriculum bias in books, the messages 
become even more damaging. (p. 8)  
What is particularly troubling is that the social studies classroom can and should be a 
place of social change rather than reinforcement that women are not equal partners.  Yet, 
many social studies teachers and curriculum developers are not yet fighting for gender 
equity.   
Social Studies Classroom and Gender: Underrepresentation and Misrepresentation 
In the social studies classroom, cultural norms and values regarding gender are 
transmitted.  Yet, if women are not being represented equally in the social studies 
classroom, then the values presented may be continuing the culture of inequality.  One of 
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the most obvious ways women are underrepresented is in the curriculum.  Textbooks are 
often the basis from which teachers derive the content of the course.  Several textbook 
analyses have shown the lack of women in various social studies curricula (Commeyras, 
1996; Feiner, 1993; Schocker & Woyshner, 2013).   
Textbooks.  In 1987, Feiner and Morgan analyzed 21 introductory economics 
textbooks published between 1974 and 1984, assessing both the frequency and quality of 
how women and minorities were represented.  They found that both groups were 
significantly underrepresented and that the texts perpetuated both racial and gender 
stereotypes.  In a 1993 follow-up study, Feiner re-analyzed the original sample as well as 
new editions of 16 texts from 1989–1990. 
 In 1984, the sample had a mean of 11.06 page references to race and gender; in 
1990, the mean had improved to 14.25.  Despite the fact that there had been some 
improvement, Feiner (1993) pointed out that an average textbook had 800–1,000 pages of 
text, noting that women and minorities had a very small amount of space in the average 
textbook.  In fact, five of the texts in her study had actually decreased their coverage of 
women and minorities.  
  Beyond the lack of representation, Feiner’s (1993) study showed that the way in 
which women were represented was problematic, often reinforcing traditional values.  
She found heavy usage of stereotypes and selective discussion of certain topics, such as 
the wage gap.  She wrote, “Textbooks either avoid discussing the occupations of women 
and minorities or else reproduce traditional images of women and minorities; such 
textbooks continue to use pejorative or stereotypical labeling or conceptualization” (p. 
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148).  Overall, there was slight progress in the amount of representation and even less 
progress in the type of representation. 
A more recent textbook analysis on women and minorities was conducted by 
Schocker and Woyshner (2013), in which there was further evidence that women were 
rarely featured in history texts and there was a specific shortage of African American 
women in high school U.S. history textbooks.  The authors conducted a content analysis 
of three major textbooks, including two traditional history textbooks, and found that 
Black women were significantly underrepresented.  Not only did their study show the 
underrepresentation of Black women, but it also emphasized the underrepresentation of 
women in general.  For example, the popular textbook America: Pathways to the Present 
had 207 images of women compared to 682 images of men.  The African American 
history text in their study had 156 images of women and 926 images of men.  The authors 
explained that they found a handful of women used over and over again and Black 
women virtually absent from textbooks.  The study suggested that the teacher might be a 
mitigating force for the lack of representation in the textbook by planning lessons and 
scaffolding images where the text does not emphasize women.  One of the goals of the 
current study was to examine the role of the teacher in either perpetuating or overcoming 
gender stereotypes portrayed in texts; Schocker and Woyshner’s (2013) study provided a 
basis for that line of inquiry.   
Another study by Commeyras (1996) examined the way in which women were 
portrayed in world history textbooks.  Commeyras looked at three world history 
textbooks used in the United States.  The author conducted both a macro- and micro-
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analysis of each text, analyzing the language used to describe women.  The analysis 
showed “that textbooks of the 1990s still present an androcentric view of history” (p. 15).  
The author warned that these textbooks can induce gender stereotyping that positions 
women in an unfavorable light “if left unexamined through critical re-readings and class 
discussion” (p. 11).  In other words, if the teachers are not actively working to decode 
these images, then gender stereotypes may prevail.  For example, Commeyras found that 
in three textbooks qualities such as “insecurity, sensuality, and beauty” were emphasized 
to show how women are represented in history. 
Classroom practices.  Sanford (2002) found the language of women in the social 
studies curriculum problematic.  In her observations, Sanford looked to see if teachers 
were working to overcome gender stereotypes present in the curriculum.  She served as a 
supervisor for student teachers and observed social studies classrooms for over a decade.  
She found that both the perspective and language the teachers used in the social studies 
classroom reflected and maintained the dominant values of patriarchy.  Sanford’s findings 
corroborate the need to study how and why masculine values are being maintained in the 
social studies classroom.  Sanford (2002) suggested that a possible ramification of how 
we describe women is that young girls will become less interested in social studies and 
feel devalued in their own histories.  She cited a need for further research on the 
exclusionary nature of social studies curricula both in language and perspective. 
Several authors have called on social studies teachers and researchers to improve 
their practices regarding the inclusion of women (Crocco, 2008; Noddings, 1992; 
Schmeichel, 2011).  Noddings (1992), in her article “Social Studies and Feminism,” 
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explained, “Although women's names and faces appear more often in today's social 
studies textbooks than in earlier ones, their genuine contributions to social life are still 
generally omitted” (p. 230).  One example has to do with the lack of representation of 
women’s accomplishments, even when significant.  According to Noddings: 
Women have done things of great importance that go unrecognized because they 
were done by women and because the focus of their efforts has not been the focus 
of political history.  Consider the case of Emily Greene Balch.  Although she 
received the Nobel Peace Prize in 1946, her name does not even appear in a major 
encyclopedia published in the fifties.  In contrast, Generals Pershing and Patton 
each have entries of a column or so in length and a picture. (p. 231) 
Noddings explained that “women have gained access to a world once exclusively 
maintained for men, yet social studies as a regular school subject has been flooded with 
trivia and is threatened by continuing fragmentation” (p. 240).  In others words, women 
were being sprinkled into the curriculum without much depth of coverage. 
She (2000) explained the problem with what she labeled the “add and stir 
approach” to incorporating women in the curriculum.  She wrote,  
In many cases women were shown in illustrations but were still missing from the 
verbal text.  We could count the number of female characters in a text's pictures, 
but we might fail to be impressed by any real female contribution. (p. 29)  
Noddings (1992) explained that simply representing women more will not fix the 
problem:  “The add women and stir approach to inclusion is one that most educators in 
the field now reject” (p. 29).  According to Noddings, women need to be seen in every 
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light, as both homemakers and fighters.  Concerned about how the social studies curricula 
portray women in a way that “tends to reduce women to a male model,” Noddings 
explained that “generous men from the time of Plato have made the mistake of supposing 
that equality for women must be measured by the male standard” (p. 30).  Noddings 
asked that teachers expand the curriculum and, “in addition to searching for a few women 
who have participated in public life as equals with men, educators might include the 
genuine and significant contributions made by women in the care tradition” (p. 32).  She 
argued that teachers may have to manipulate the curriculum to treat women’s issues 
sufficiently.  She wrote, “Feminism may really contribute to a revolution in social studies 
education” (p. 32).  Noddings clearly understood the importance of feminist teachers in 
addressing the problem of a lack of women in social studies curricula. 
Improving social studies curriculum and teaching to avoid hegemonic norms will 
take time, effort, and research.  However, despite what is known about gender in social 
studies, it appears there is little movement to work against sexism.  Crocco (2008) argued 
that social studies educators must do more to address sexist and homophobic norms in 
schools: 
Misogynistic and homophobic norms in American society have contributed to the 
shape of these contemporary examples of social deviance and educators should 
address these norms, along with the violence in our society, as part of the social 
studies curriculum. (Crocco, 2008, p. 65)  
Social studies classrooms may be a starting point to begin addressing some of the 
starkest examples of gender inequality in our society, such as domestic violence.  Crocco 
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(2008) explained, “Social studies educators are in a unique position to consider gender 
and sexual identity because of their defining interest in citizenship education” (p. 67).  
Yet, educators “must first grapple with their own attitudes about these issues, since the 
evidence suggests that teachers often tolerate gay-bashing and sexist patterns in schools” 
(p. 68).  Change must happen with the teachers.  Crocco argued, “Many teachers 
themselves lack depth of understanding of these issues or bring religious and personal 
objections to certain aspects of this subject” (p. 68).  This current study sought to 
investigate feminist teachers’ depth of understanding in terms of gender inequality. 
Crocco’s (2008) presented a call to action for teachers and researchers.  She 
explained that there are relatively few studies across the social studies disciplines of the 
classroom practices related to gender.  She called for further work in this area.  Crocco 
wrote, “Recent research concerning gender, world history standards, and human rights 
presents a rather gloomy picture about a woman’s place in history” (p. 15).  She 
explained, “Across the social sciences as well as in history, women’s contributions have 
been ignored, underestimated, or marginalized” (p. 8).  Crocco (2004) also argued that 
over the course of the 1980s, activities reflecting feminism in the National Council for 
Social Studies (NCSS) sharply declined and have only gained the attention of a few 
scholars since.  Crocco’s argument about feminism stalling in social studies mirrors 
Sandberg’s (2013) depiction of the feminist movement’s stalling in the 1980s.  This study 
aims to help take a step toward solving that problem.   
Schmeichel (2011) followed up Crocco’s plea to incorporate more feminist 
perspectives in the NCSS by conducting a discourse analysis of the flagship journal of the 
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NCSS, Social Education.  According to Schmeichel, many have cited the feminist 
movement stalling and then declining drastically in the 1980s and not recovering since.  
While feminism has seen sporadic gains, it has not resulted in systematic change; in fact, 
recently there has been a decline in feminist politics and economic gains for women 
(Fraser, 2009).  Schmeichel analyzed over 1,000 articles of the Social Education journal 
from 1980–1989 and found only two that dealt with women and politics; it featured an 
American woman, Eleanor Smeal, discussing the suffrage movement during Women’s 
History Week.  The other issue of Social Education explicitly dedicated to women was 
the March 1987 special edition, which highlighted the decline of women’s issues in social 
studies and sought methods to rectify it.  However, as Schmeichel (2011) pointed out, 
those two issues had a lack of reproducible classroom materials compared to other issues.  
She interpreted this lack of classroom materials as an indication that women were still not 
an important part of the social studies curriculum.  Schmeichel concluded that the 
feminist movement in social studies education stalled in the 1980s and has not rebounded 
since; she asked feminists to make “an effort to understand how we found ourselves in a 
gender drought” (p. 27).  The timing of this current study is of particular importance,  
made even more complicated by the fact that existing research has largely been 
conducted with teacher participants who were witnesses to the Women’s Rights 
Movement of the 1960s and 70s.  Teachers who are currently emerging from 
teacher education programs, however, were largely born in the late 1980s, a time 
in which teacher education had also “quieted” in its approach to gender equity. 
(Monaghan, 2009, p. 4) 
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One way to begin to look at fixing the problem of gender bias is to look at 
teachers themselves and their approach to gender equity.  Many scholars have called on 
feminists to become more involved in social studies education (Crocco, 2008; Noddings, 
2001; Schmeichel, 2011).  It is clear that textbooks and classroom discourse are 
underrepresenting women, and, when they do display women, they are often representing 
traditional images that reinforce patriarchal norms (Avery & Simmons, 2001; 
Commeyras, 1996; Feiner, 1993; Sanford, 2002; Schocker & Woyshner, 2013).  In others 
words, social studies could be contributing to reinforcing androcentric views of the world 
and therefore reinforcing male dominance.  Yet, social studies as a discipline does not 
have to subscribe to perpetuating traditional gender norms; instead, it could be an avenue 
for changing beliefs, like its counterparts in women’s studies and psychology.  
The Social Studies Elective 
In their study on the impact of coursework on attitudes, Jones and Jacklin (1988) 
examined 244 females and 161 males who were enrolled in a women’s studies class at a 
private university.  The researchers pre-tested the students at the beginning of the 
semester and post-tested at the end of the course using the Bem Sex Role Inventory 
(BSRI) and the Sexist Attitudes Toward Women Scale (SATWS).  The researchers found 
the following: 
College students enrolled in an introductory course in Women's and Men's studies 
scored significantly lower in sexist attitudes towards women (sexism) at the end 
of the course than comparable controls, and significantly lower than their own 
sexism levels at the beginning of the semester. (p. 620)   
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The researchers concluded that there is “strong evidence that experience of a Gender 
Studies course leads to a reduction of sexist attitudes towards women” (Jones & Jacklin, 
1988, p. 620).   
Further evidence that education could promote change in beliefs comes from a 
study conducted by Pettijohn et al. (2008).  The researchers looked at 99 college students; 
66 were enrolled in Introduction to Psychology and 33 were enrolled in the Psychology 
of Prejudice.  The students were pre-tested at the beginning of the semester and post-
tested at the end of the semester using identical questionnaires to gauge their attitudes on 
race, sexism, and homophobia.  The students in the Psychology of Prejudice course 
showed a significant decrease in prejudice, whereas the students in the introductory 
sections of Psychology did not show a significant change in attitude.  Sample t-tests were 
run to examine pre- and post-tests for change in attitudes.  The students in the Prejudice 
class showed a significant reduction in racist, sexist, and homophobic attitudes; 
specifically, the students showed 68.8% reduction in their modern sexism scores.  
“Modern” sexism refers to more indirect forms of prejudice, so it was notable because 
more subtle attitudes are often more difficult to change.  The study provided clear 
evidence that using certain curricula can change students’ attitudes.   
Stevens and Martell (2016) examined the practice of six teachers who taught 
sociology in order to gain better insight into teachers’ beliefs about feminism.  The 
researchers sought to answer the following research question:  How do sociology 
teachers’ perceptions of gender relate to their teaching practices?  Using a feminist lens, 
the researchers analyzed teacher interviews, observations, and classroom artifacts.  The 
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sociology teachers were interviewed, and their sociology classes were observed.  
Artifacts were collected from their classrooms, including lesson plans, student work, and 
curricular materials.  A survey was administered to their students.  Each teacher was 
interviewed for approximately one hour on their background and perceptions of gender, 
the purpose of their sociology classes, and the instructional methods that were used in 
class regarding the teaching of gender. 
The results showed that some teachers viewed sociology as different from other 
social studies classes because it serves as an intentional way to reduce sexism and gender 
stratification.  As such, the teachers saw the sociology classroom as a place for students 
to grapple with issues of gender stratification and inequality.  The teachers’ perceptions 
of gender and sexism strongly influenced what they saw as the purpose of sociology 
class, and those perceptions influenced the instructional practices that they used. Stevens 
and Martell (2016) showed that teachers’ beliefs about gender influence their practices.  
The teachers who self-identified as feminists spent more time teaching gender and saw 
the sociology classroom as a mechanism to reduce sexism.  This finding informed the 
current study by demonstrating that teacher beliefs do influence both practice and 
purpose of teaching.   
One of the goals of the current study was to determine if teachers who spend more 
time on gender reduce the sexist beliefs in their students.  Another goal of this study was 
to compare the core social studies curricular to the elective course offerings in order to 
see if a difference exists in the way in which gender is approached.  Pettijohn et al. 
(2008) and Jones and Jacklin (1998) demonstrated that education can reduce sexist 
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beliefs in students; what is less clear is why these beliefs change.  Was it because of the 
curricular material or was it due to the teacher himself or herself, or was it a combination 
of both factors?  Does the teacher matter? 
Gender Bias: Does the Teacher Make a Difference? 
Several studies have focused on the role of the teacher in gender bias, specifically 
whether boys or girls receive more attention in school.  This research has been heavily 
focused on the mathematics and science classrooms, rather than on social studies 
education.  Bellamy (1994) found that in American junior high school science 
classrooms, male teachers interacted with male students for two-thirds of the class period 
and only one-third of the class period with their female students, providing boys much 
more attention.  Duffy, Warren, and Walsh (2001) conducted a study consisting of 597 
high school students and 36 teachers that looked at both mathematics and English rural 
classrooms.  They established that female mathematics teachers interacted more with 
male students and those males received significantly more intellectual and critical 
feedback.  Additionally, their study showed boys were called on more not because they 
volunteered more but because the teacher called on them more.  Other studies have found 
gender bias but with different reasons behind it. 
Altermatt, Jovanovic, and Perry (1998) attempted to further understand this 
gender bias in the classroom by conducting a study examining boy and girl participation 
and volunteer rates.  The participants included 165 students and their teachers in six 
science classrooms.  The authors examined how often boys and girls were called on and 
what types of questions they were asked.  In their study, three out of the six teachers did 
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call on boys more than girls and asked boys higher-level questions than would be 
expected based on the gender breakdown of the class.  However, the authors found “the 
overall bias in favor of boys in these classrooms cannot be derived from the results that 
boys and girls were equally likely to be called on when they volunteered” (p. 540).  In 
other words, boys were called on more because they volunteered more.  Although the 
teachers might not have displayed overt sexism in calling on boys more, the fact that girls 
volunteered less frequently indicates a fundamental problem in how girls and boys 
behave in school.  Some studies (Bellamy, 1994; Duffy et al., 2001) have shown the 
teacher is to blame for gender bias by repeatedly calling on boys more than girls, while 
other studies (Altermatt et al., 1998) have found boys simply volunteer more and that is 
why they are receiving more attention.  Whatever the reason why boys are receiving more 
attention, it is still the teacher who runs the classroom, and it is still the teacher whose 
beliefs might impact the students. 
Teacher Beliefs and Their Impact on Students 
As with research on gender bias, research on teacher beliefs has focused mainly 
on the math and science classrooms.  Jackson and Leffingwell (1999) set out to determine 
if teacher beliefs about a subject do impact students.  They looked at the subject of math 
in particular, since there is still a significant achievement gap for women in math.  They 
selected 157 college students in a senior-level math class and asked them about their 
experiences through questionnaire and interviews.  One of the questions asked the 
participants to describe their worst and most challenging math experiences from 
kindergarten to college.  The most significant finding was that women in particular had a 
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good deal of negative experiences in mathematic classes.  Female students reflected on 
facing gender bias from elementary school to college, especially freshman year.  They 
cited examples of insensitive instructors, boys being helped more, being ridiculed, and 
being discouraged from taking math classes.  The researchers concluded that poor 
instructors could create a math anxiety, stating that survey data showed “that the negative 
memories of math were so profound that mathematics anxiety could persist for twenty or 
so years” (p. 585).  Instructors must be aware of their impact on students.  Students in this 
study “internalized their instructor’s intent and enthusiasm for teaching” (p. 585).  This 
clearly showed that a teacher could have a lasting impact on a student’s own feelings 
about math.   
Further, Gunderson et al.’s (2012) research on the relationship between a female 
teacher’s anxiety about mathematics and her students’ anxiety about mathematics 
confirmed this finding.  In their study that sampled 117 students and 17 female first and 
second grade teachers, they found that “by the end of the school year the more anxious 
teachers were about math the more likely girls [but not boys] were to endorse the 
commonly held stereotype boys are good at math, girls are good at reading” (Gunderson 
et al., 2012, p. 1860).  Furthermore, they found the female students who endorsed that 
stereotype had significantly lower scores on mathematics achievement tests than boys.  
This study had begun to show a relationship between teacher beliefs and their student 
outcomes, as well as on student beliefs.  The researchers explained: 
In conclusion we show that female teachers’ math anxiety has consequences for 
the math achievement of girls in early elementary school grades.  Given that this 
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relationship is mediated by the girls’ gender ability beliefs, we speculate that 
female teachers model commonly held gender stereotypes to their female students 
through their math anxiety. (p. 1862) 
In other words, teachers who are nervous about mathematics and believe girls cannot do 
mathematics are transmitting those feelings to their students.  Understanding how 
teachers transmit beliefs into the classroom is essential to understanding the impact of 
gender bias on students.   
Teacher Beliefs and Their Influences on Classroom Practices 
Several scholars have called on researchers to study teacher beliefs (Parjares, 
1992).  Most scholars understand the importance of beliefs.  Lortie (1975) conducted a 
comprehensive study of schoolteachers.  He used national and local surveys, conducted 
observations, and interviewed 94 teachers from five towns to write a detailed sociological 
analysis of the occupation of teaching.  Lortie’s work showed the importance of 
understanding teacher beliefs.  He explained, “Personal predispositions are not only 
relevant but, in fact, stand at the core of becoming a teacher” (p. 79).  While Lortie’s 
statement that beliefs and values matter is widely accepted, teachers’ beliefs are hard to 
study because they are difficult to measure and subjective to the individual teacher. 
Pajares (1992), in his seminal piece on teacher beliefs, argued “that teacher beliefs 
can and should become an important focus of educational inquiry” (p. 307).  He 
explained that “researchers should find themselves pleading for attention to teachers’ 
beliefs, but it is not surprising researchers have avoided doing so” (p. 308).  This 
avoidance may be due to the fact that beliefs are hard to measure.  Pajares suggested a 
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need for further research in this area, stating, “Attention to teacher beliefs can inform 
educational practices in ways that prevailing research agendas cannot” (p. 329).  In 
Pajares’ review of the literature on teacher beliefs, he found some inferences and 
generalizations that can be made, most importantly that “individual beliefs strongly affect 
behavior” (p. 326).  This connection between beliefs and behavior is relevant to the 
current study’s interest in whether feminist teachers’ beliefs regarding gender translate 
into how they treat issues of sexism in the classroom. 
Richardson (1996) also discussed the relationship between beliefs and actions.  In 
her review of the literature surrounding teacher beliefs, she found that there “was a clear 
sense of attitudes affecting classroom behavior” (p. 104).  She also acknowledged the 
importance of studying beliefs and suggested that one of the best mechanisms to study 
beliefs is through observations and interviews.  She explained that an “understanding of a 
teacher’s practices is enhanced by research paying attention to both beliefs and actions 
through interviews and observations” (p. 104).  Richardson echoed Pajares’ concern that 
belief systems are quite complex and, therefore, are difficult to study.  She wrote, 
“Understandings [of beliefs] are quite context specific; therefore a number of individual 
case studies has increased dramatically in the literature” (p. 104). 
Johnston’s (1990) study of two elementary socials studies teachers who were 
learning to teach provides an example of a case study.  Johnston’s study corroborates 
Pajares’ claim that beliefs influence behavior and practices.  She followed two beginning 
teachers, Tom and David, in a yearlong study using the same methodology Richardson 
(1996) suggested using for studying teacher beliefs.  Johnston (1990) collected data 
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through lengthy interviews, weekly classroom observations, video analysis, and 
individual discussions with the participants.  She sought to understand if personal beliefs 
impacted the participants’ teaching and found that both participants’ teaching was 
influenced by their backgrounds and beliefs.  For example, Tom, a former marine who 
valued discipline and order, “was convinced of the importance of control and adult 
authority,” which were reflected in his classroom, where “he could easily bring the 
students back into control” (p. 213).  Like Tom, David’s beliefs also influenced his 
practices.  David, an African American man, valued being a role model for all students 
and in particular his Black male students.  He had a strong belief in social studies as a 
means for citizenship education.  His practices reflected his beliefs as he attempted to 
teach social relevance through big-picture ideas and integrated curriculum that included 
different ethnic backgrounds.  However, Johnston (1996) noted that beliefs do not always 
correspond with practices, especially in new teachers.  David continued to rely on the 
textbook heavily during his teaching, even though he was very critical of textbooks, 
describing them as unstimulating.   
Johnston’s work highlighted that teacher beliefs can influence practices, but there 
is not always consistency between practices and beliefs.  This finding indicated that 
knowing a teacher’s beliefs may not be sufficient in determining the impact those beliefs 
will have on classroom practices.  For that reason, the current study included classroom 
observations in addition to teacher interviews.   
One type of teaching often cited to enhance learning for all students is culturally 
relevant pedagogy (Ladson-Billings, 2009).  Some research has also been conducted on 
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culturally relevant teaching and teacher beliefs.  Building on his previous work, Martell 
(2014) examined three teachers whose beliefs aligned with culturally relevant pedagogy 
(CRP).  Through in-depth interviews and multiple classroom observations, Martell found 
a link between the teachers’ practices and beliefs.  He developed a model for each of his 
culturally relevant teachers, labeling three types of culturally relevant pedagogy: 
exchanging, discovering, and challenging.  Not only did his participants’ beliefs about 
CRP reflect their classroom practices, but also their background strongly influenced how 
they presented CRP.  For example, Derrick, a Black male, used an exchanging model of 
CRP, in which he drew out students’ racial experiences and also shared his own life 
experiences with students.  His background and beliefs strongly influenced his classroom 
practices.  Martell explained, “To show his students that racial discrimination persists in 
their own community, he used his own life experience in the stories that he tells about his 
own racial experience” (p. 11).  The study clearly showed a link among practices, beliefs, 
and experiences.  The three teachers in the study all used practices based on their own 
beliefs about race and racism; similar to race, issues surrounding teacher beliefs and 
gender in the classroom need to be examined. 
Teacher Beliefs on Gender and Their Influences on Students  
Scholars have suggested that the teacher can play a role in enhancing curriculum 
(Commeyras, 1996; Sanford, 2002) and building relationships (Noddings, 1988).  She 
(2000) examined the relationship among a teacher’s beliefs, practices, and her classroom 
interactions with students.  She observed 94 seventh-grade biology students from a 
middle school in Taiwan in one teacher’s biology class and found that the teacher’s 
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beliefs concerning gender differences did translate into her classroom practices.  She 
conducted in-depth interviews with the teacher, Diane.  Diane, a female science teacher, 
felt her academic experiences had set her apart from her female classmates because, as 
she described, her learning style was more typical to boys.  The author hypothesized that 
Diane’s history of relating more to the learning style of men could have caused an 
unintentional bias in the classroom.  In her interviews, Diane explained, “Boys, more 
than girls, tend to focus on major concepts more so than girls, boys grasp scientific 
concepts more quickly than girls, and boys are more creative and flexible than girls” 
(She, 2000, p. 104).  These beliefs and her personal experiences translated into classroom 
practices.  The author found that Diane’s male students “answered teacher-initiated 
questions at a much higher frequency than girls—a ratio of approximately 4:1” (p. 109).  
The author also cited that “boys in her classes received much more positive feedback 
(praise, expansion, hints and further questions) than girls” (p. 110).  The author 
concluded, “Her beliefs regarding differences in male/female learning and class 
participation influenced her interaction with male/female students” (p. 110).  She’s study 
demonstrated a clear relationship among teacher beliefs, classroom practices, and 
student-teacher interaction.  While She’s (2000) study examined the relationship among 
teacher beliefs, practices, and student interactions, it did not include any discussion of 
students.  The current study focused more specifically on beliefs about gender and their 
impact on teacher practices, as well as on the impact of those practices on students. 
Teacher beliefs can also promote gender equity.  Streitmatter’s (1994) book 
Toward Gender Equity in the Classroom: Everyday Teachers’ Beliefs and Practices is the 
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work to date that most closely aligns with the current study.  Streitmatter examined eight 
classroom teachers whose beliefs on gender equity translated into their practices.  The 
author followed eight teachers who believed deeply in gender equity and used these 
teachers as models, providing concrete examples of how to create a classroom that strives 
for gender equity. Streitmatter interviewed all eight teachers to gain a better 
understanding of how their background and beliefs influenced their teaching practices.  
Streitmatter (1994) found those with the strongest views towards gender equity were best 
able to create gender equity in their own classroom.  Streitmatter showed that teacher 
beliefs about gender could impact students, and presented a clear argument that feminist 
teachers’ beliefs do influence practices.   
However, neither Streitmatter’s (1994) study nor She’s (2000) study addressed 
commonalities in practices of gender equitable teachers.  The current literature of gender 
equity in schools has clearly shown there is a problem with women in the social studies 
curriculum and that the teacher may make a difference, but what is missing is how these 
teachers make a difference.  This present study expanded on She’s and Streitmatter’s 
work by examining feminist teachers’ beliefs about gender equity in order to see if the 
teachers’ beliefs influence their curriculum and their classroom discourse.   
Timing of the Study 
During the data collection and writing of this study, two other relevant studies 
were published corroborating the need to study feminist teachers.  The first, Engebretson 
(2014), examined the revised national and state social studies standards and found once 
again women were left out and represented in almost exclusively a traditional nature. 
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This once again highlights how the state and national curriculum are not working towards 
gender balance or equity.  A second study by Monaghan (2014) interviewed six pre-
service teachers and found they were afraid of the word and label feminism.  All six 
participants did not identify as feminist and expressed the word had a negative connation.  
Both Engebretson (2014) and Monaghan (2014) studies show the need for feminism in 
social studies both as an avenue to better represent women, and as a way to change the 
perception of the feminist label.  
The feminist movement today is still searching to find itself (Rowe-Finkbeiner, 
2004).  The aggressive push for equality and the shared label of feminism stalled in the 
1980s and has not yet rebounded (Sandberg, 2013; Schmeichel, 2011).  Yet, recently 
women, such as Sheryl Sandberg and other feminists, have begun to refocus their efforts 
to solving the dilemma of the second shift and calling on women to be more assertive in 
their fight for political and economic equality.  This study comes at an important time for 
women.  Women still represent the minority in government, business, law (but not in law 
school), and science (Fisher, 2013).  While women are making improvements in college 
attendance, this has not translated into economic gains, as evidenced through the increase 
in the wage gap over recent years (Hegewisch et al., 2010).  Some might even say women 
are working harder and getting less (Sandberg, 2013).  Perhaps more troubling, domestic 
violence rates continue to indicate a fundamental problem with how women are perceived 
and treated by men.  In a 2006 report, the United States was one of the countries 
identified by a United Nations study with a high rate of domestic violence resulting in 
death during pregnancy (Freeman, Rudolf, & Chinkin, 2012).   
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 Furthermore, the current political climate lends itself to the study of gender 
equity.  This study was concluded at the time of the first female nomination for president.  
The hostility between political parties and the sexist remarks about female politicians and 
women in general only highlight the need to study how children are learning about 
women.  Beyond the presidential race, there is a current debate about the use of 
bathrooms by transgender people.  A major limitation of this study is that it only looked 
at gender in a binary sense, which is slowly becoming an outdated model.  Yet, at the 
start of this study, that was the most feasible and only model available.  The current 
debate also exemplifies the need for studies of how teachers’ beliefs on gender fluidly 
impact gender equity.  This study provides a starting point for examining the teacher and 
her curriculum, practices, and commitment to gender equity; even with its limits, it comes 
during important historical changes in the United States’ cultural and political landscapes. 
Conclusion 
The social studies classroom in particular has a unique opportunity to help 
students learn about the world and women’s representation in history; so far, though, it 
has not been helping to solve the problem of gender inequality (Crocco, 2008; Noddings, 
1992; Schmeichel, 2011).  In fact, it may actually be reinforcing patriarchal norms 
through curricular materials and classroom discourse (Commeyras, 1996; Feiner, 1993; 
Sanford, 2002; Schocker & Woyshner, 2013).  What is less clear is the role that teachers 
play in presenting that androcentric curriculum.  Teacher beliefs do influence practices, 
even if their beliefs are not always consistent with those practices (Johnston, 1990; 
Pajares, 1992; Richardson, 1996), and some evidence has suggested teacher beliefs about 
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gender also influence practices and student interaction (She, 2000; Streitmatter, 1994).  
Yet, neither the She and Streitmatter studies looked specifically at today’s social studies 
classroom.  In fact, overall, the research on gender and changing beliefs in the social 
studies classroom has been sparse, with several authors calling for more research in this 
area (Crocco, 2008; Noddings, 2001; Sanford, 2002).   
This study sought to address those research needs, as well as work to establish 
relationships between teacher beliefs and gender-equitable practices.  Hopefully, these 
gender equitable teachers will serve as a model for others.  Promoting young men and 
women and educating for equality may be a way to create wider social change.  Before 
we can ask teachers to promote gender equity, we must first find out if a teacher even 
believes in such a cause.  We must understand teacher beliefs before we can find ways to 
encourage those beliefs to translate into practices and influence their curriculum and 
classroom discourse.  
  Streitmatter’s (1994) attempted to look at classrooms that are gender equitable, 
but her focus was broad looking at K–12 classrooms.  In this study, I looked deeply at 
high school social studies education, because I believe social studies is in a unique 
position to be a discipline that promotes social change.  I also believe that the teacher is 
the single most important factor in the classroom, and I wanted to see if teachers who are 
deeply invested in gender equity have the potential to make meaningful changes to their 
classroom practices and curriculum. 
A finding of concern from the literature review was that there is still no clear 
formula for gender-equitable teaching in social studies.  What we still do not know is 
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what gender-equitable teaching looks like in today’s social studies classrooms, how 
gender-equitable teachers modify their curriculum and practices, or how they advocate 
for their beliefs and overcome barriers.  I sought to answer those questions by following 
six gender-equitable teachers and studying their beliefs, their teaching, their curriculum, 
and their classrooms.  The results of this study may provide an answer to scholars’ pleas 
to study gender in social studies, and the descriptions of the teachers could serve as a 
prototype for gender-equitable teaching so teachers, administrators, and academics can 
share and model their work.  
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CHAPTER 3: METHODOLOGY 
Research Design 
The goal of this study was to examine the effects of teachers’ beliefs about gender 
on their teaching practices in both curriculum and classroom discourse.  Specifically, the 
study sought to answer the following question:  Is there a relationship between high 
school social studies teachers’ beliefs about gender equity and their teaching practices, 
their curricular design, and the degree to which they advocate for their beliefs?  Six high 
school social studies teachers served as participants for this study.  Qualitative data were 
collected through interviews, observations, and classroom artifacts.  Quantitative data 
were collected through a measurement using the Feminist Identity Development Scale 
(FIDS), and call counts.  
For the qualitative data analysis, I was guided by Erickson’s (1986) work on the 
generating and testing of qualitative assertions for data analysis.  As Erickson explained, 
the researcher generates assertions “largely through inductions.  This was done searching 
the data corpus—reviewing the full set of field notes, interview notes or audiotapes, site 
documents” (p. 146).  Erickson explained that assertions come out of multiple data 
sources and that the researcher must constantly review the data corpus seeking 
disconfirming evidence.  This was an important step in my process. 
Weiss’s (1995) methods guided both the design and administration of interviews.  
Weiss’s suggestions on interviewing in a climate of trust and cooperation were an integral 
part of my work.  Interview guides were designed to flow like a conversation to avoid 
leading questions.  I designed a detailed interview guide for this study.  The interview 
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questions were derived directly from my research question.  They were designed to 
understand teachers’ beliefs and also their practices (see Appendix B and Appendix D). 
Streitmatter’s (1994) book Toward Gender Equity in the Classroom informed my 
methodology; specifically, it guided my teacher selection as well as my classroom 
observations and artifact collections.  Like Streitmatter, I chose gender-equitable teachers 
in my sample; however, unlike her work, this study focused solely on high school social 
studies teachers.  The sample also strived for diversity, including one teacher of color, 
two male teachers, and four female teachers.  I modeled my classroom observation 
protocol (see Appendix E) after Streitmatter’s to allow for a deeper understanding of both 
the structure of the classroom and the discourse.   
For the quantitative data sources, teachers completed the Feminist Identity 
Development Scale (FIDS; Bargad & Hyde, 1991; see Appendix G).  This scale is widely 
used in social science research and has shown reliability and validity (Levant, Richmond, 
Cook, House, & Aupont, 2007). The goal of the FIDS was to test quantitatively how 
committed each teacher was to their feminist ideals.  Each teacher resulted were 
calculated and each teacher was assigned a number 1–5 on how committed each was to 
this feminist movement.   
Research Setting 
School Context 
The setting for the study was a large urban-suburban high school located in 
Smithville, Massachusetts.  Smithville (a pseudonym) was chosen based on its student 
diversity and faculty size (24 social studies faculty members).  It was also chosen because 
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it had similar student demographics to the public school population in Massachusetts.  
The racial and ethnic makeup, as well as the percentage of special education and low-
income students, mirrors the state. 
 
Table 1 
District Demographics: Enrollment by Race and Ethnicity 2012–2013 
Race/Ethnicity % in Smithville % in MA 
African American 7.3 8.7 
Asian 6.5 6.1 
Hispanic 17.2 17.0 
White
a
 68.2 64.9 
a
 This school had a sizable Brazilian population. Typically, Brazilian  
students identify as White and are likely included in this population. 
 
 
Table 2 
District Demographics: Low-Income Students and Students with Disabilities 
Category % in Smithville % in MA 
Low Income Students 28.3 30 
Students with Disabilities 16.3 17 
  
 
While the site mirrors Massachusetts demographically, it does have some special 
characteristics.  Smithville High School is a high performing school; it ranks 25th in 
Massachusetts, with 18% of the student body enrolled in AP classes and 93% of students 
who are enrolled in AP classes receiving a 3 or higher on the exam.  It has won several 
awards for being a successful urban school.  
 
 
46 
The school has approximately 2,000 students and is one of the largest high 
schools in the state (Massachusetts Department of Education, 2013).  In 1991, the town 
merged its two high schools; one was a primarily White middle class school and the other 
was a racially diverse and primarily working class school.  Currently, the school has a 
large immigrant population, and 30% of the students in the school are classified as 
English language learners (Massachusetts Department of Education, 2013).  
Participants   
 Selection criteria.  Criterion sampling was used to identify six social studies 
teachers at this site.  The sampling was based on the teachers’ Feminists Identity Scores 
(FIDS) scores and interviews conducted with three student alumni, the school vice 
principal who was a former social studies teacher, and the social studies department chair 
(see Appendix A).  According to these sources, the six teachers chosen were brought up 
repeatedly by those interviewed as teachers who demonstrated gender-equitable practices 
and/or were known as feminist.   I then asked each of the six teachers to participate. 
Participation was voluntary.  Every teacher asked to participate agreed and signed a 
consent form (see Appendix H).  Each teacher then took the FIDS and scored 5 out of 5 
showing that they all identified as feminists.  It was also important that the teachers 
varied in race and gender, as well as years of experience and gender perspectives.  There 
were four women and two men.  Five of the teachers identified as Caucasian and one as 
biracial. The teachers taught various electives, such as Psychology, Economics, History 
through Popular Media, Art History, Global Conflicts, and Facing History.  The teachers 
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also taught world and U.S. history at various levels.  Each teacher was provided a 
pseudonym. 
Table 3 
Participants 
Participant Background FIDS Score Views on Gender Courses Taught 
Mr. Alex 
Carol 
Black and White 
male in his mid-20s.  
Began teaching right 
after college.  3rd 
year teaching. 
 5 out 5 
Active 
Commitment 
to Feminism 
Described himself as 
a feminist.  He felt 
marginalized by his 
teachers and peers 
because of his 
biracial background.  
He empathizes with 
gender inequity 
Modern U.S. 
History 
Facing History 
Ms. Liz 
Ram 
White female in her 
late 20s. Prior to 
teaching worked for 
the U.S. military for 
Department of 
Defense in Iraq as an 
interrogator.  
Worked in a male-
dominated field. 
Second-year teacher. 
5 out 5 
Active 
Commitment 
to Feminism 
Described herself as 
a feminist.  Believes 
sexism and gender 
inequities are very 
prevalent in our 
society. 
Advanced 
Placement 
Government 
Early U.S. 
History 
Ms. Tina 
Smith 
White female in 
early 30s. Has been 
a career-long teacher 
teaching both in NC 
and MA. She is in 
her seventh year of 
teaching. 
 
5 out 5 
Active 
Commitment 
to Feminism 
Described herself as 
a feminist.  Believes 
our society has a 
long way to go 
before equity 
between genders. 
Advanced 
Placement U.S. 
History 
College 
Preparatory 
Early U.S. 
History 
History through 
Popular Media 
 
Mr. Jay 
Bould 
White male in his 
30s.  Previously 
worked in banking, 
which he described 
as a male-dominated 
field.  Six years 
teaching. 
5 out 5 
Active 
Commitment 
to Feminism 
Believed that we 
have advanced in 
some gender equity, 
but not to the point 
that most of his 
students believe. 
Advanced 
Placement 
Psychology 
Economics 
Modern World 
History 
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Ms. 
Michelle 
Sargent 
White female in her 
early 30s.  Career-
long teaching.  11th 
year of teaching. 
5 out 5 
Active 
Commitment 
to Feminism 
Described herself as 
a feminist. 
Described subtle 
sexism as one of the 
more prevalent 
problems in our 
society.  Sees the 
classroom as means 
to promote social 
justice.  
Advanced 
Placement 
Psychology 
Modern U.S. 
History 
Modern World 
History 
 
Ms. Shelly 
Court 
White female in her 
early 30s. 12th year 
of teaching.   
5 out 5 
Active 
Commitment 
to Feminism 
Described herself a 
feminist.  Sees 
sexism as a problem 
in many facets of 
society. She had 
been interested in 
gender equity her 
whole life, but her 
experiences at an all-
women’s college and 
in high school 
introduced her to the 
idea that women can 
achieve anything. 
Art History 
Modern World 
History 
 
Data Sources 
Teacher interviews.  Teachers (see Appendices B, C, and D) were asked 
specifically about their views on gender and how much time they spend discussing 
gender in the classroom.  The questions were based on Streitmatter’s (1994) work in 
interviewing teachers for gender equity, as well as on Martell’s (in press) and Martell and 
Stevens’ (2016) work on interviewing teachers in relation to the teaching of race in the 
social studies classroom.  Interviews lasted approximately one hour and were conducted 
in September and October of 2014, and then again in May of 2015.  Interviews were tape-
recorded, transcribed, and kept in a password-protected file.   
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Feminist Identity Development Scale.  All teachers took the Feminist Identity 
Development Scale (FIDS; Bargad & Hyde, 1991) to assess their feminist values.  This 
scale measured if a teacher identifies as a feminist and to what extent.  Fischer et al. 
(2000) “found strong support for the composite instrument's internal consistency, for a 
wide age range” (p. 1).  The researchers tested this scale against other psychometrics 
measures and found overall the “instruments had quite good face validity” (p. 12).  The 
FIDS has 48 questions but measures 39 items (10 items are no stage) on a 5-point Likert 
scale.  The scale ranges from (1) strongly disagree to (5) strongly agree, with higher mean 
subscale scores indicating a level of feminist identity more consistent with that particular 
stage (Fischer et al., 2000).  Bargard and Hyde (1991) borrowed from Downing and 
Roush (1985) to create the scale.  Downing and Roush looked at five stages of feminist 
identity: (a) passive acceptance, (b) revelation, (c) embeddedness-emanation, (d) 
synthesis, and (e) active commitment.  Each participant who took the scale was measured 
to see which stage of feminist identity he or she aligned.  In the FIDS (see Appendix G), 
the stage numbers are to the right of the question, but when the participants took the 
scale, the numbers were removed. 
Observations.  All teachers were observed a minimum of six times throughout 
the semester to see their classroom practices in order to triangulate the interview data.  
Teachers were observed three times during their core academic class and three times 
during their elective class.  Visits were coordinated with individual teachers based on 
their schedules and curriculum.  Observations were both announced and unannounced 
(see Appendix K). 
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Classroom artifacts.  
Lesson plans.  The teachers provided all lessons and subsequent handouts that 
pertained to teaching gender or women in history.  Some lesson plans were formal, 
whereas others were a combination of handouts and PowerPoint presentations.  For each 
teacher I collected at least five lesson plans that were designed by the individual teacher 
or a group of teachers.  30 lesson plans were collected. 
Curriculum maps.  The teachers provided a curriculum map for their courses.  
For required course curriculum maps are created in department teams, for elective 
courses the individual teacher created the curriculum map.  I collected maps for Early 
United States History, Modern United States History, Modern World History, Sociology, 
AP Psychology, Facing History, Sociology, Global Conflicts, Art History, and History 
through Popular Media.  The maps provided a month-by-month guide with the content 
covered, materials used, and the primary source documents and common core skills used.  
I analyzed the maps to see where gender was outlined in the curriculum, and this helped 
to plan my observation schedule.   
Research memos.  Throughout this process, I wrote bi weekly memos to record 
my observations, preliminary findings, and my reflections on the process in order to 
make my biases transparent and to document my thoughts and feelings.  The memos 
focused on how my own perspective impacted my interpretation of teachers’ actions, as 
well as the extent to which teachers’ beliefs aligned with my observations.  The memos 
were designed to add credibility to the process and were dated and referenced during data 
analysis.   
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Qualitative Analysis  
Teacher interviews.  I was guided by Erickson’s (1986) work on data analysis for 
the interviews and classroom observation data.  The goal of data analysis in this study 
was to develop assertions largely through induction, using every opportunity to 
continually test validity. Using this methodology, the assertions and themes that 
developed from the interviews, observations, and documentation came directly from the 
data, and there were various attempts to triangulate assertions and themes.  I used Miles 
and Huberman’s (1994) ideas to guide my coding analysis.  Codes were derived from the 
data.  Interviews were recorded, transcribed, and coded.  After transcription, I reduced my 
qualitative data, which “refers to the process of selecting, focusing, simplifying, 
abstracting, and transforming the data that appear in written up field notes or 
transcriptions" (Miles & Huberman, 1994, p. 240).  I was cognizant not to “flatten” my 
data when reducing it to coding themes, but rather keep rich descriptions.   
Observations.  Each teacher’s classroom was observed a minimum of six times.  
The lessons were audio-recorded, transcribed, and coded.  Data were recorded on the 
teachers’ interactions with students, who was called on and how often, and student 
discussion (see Appendix E).  In some cases teachers asked me to come in specifically to 
view a lesson on gender.  In other cases observations were unannounced.  A more detailed 
description of unannounced and announced observations as well as class topics is 
available in Appendix K. 
Lesson plans.  Each teacher submitted any lesson plans that directly addressed 
issues of gender.  This allowed me to triangulate observational data and to adequately 
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measure the time teachers spent on gender.  Beyond this, lessons were analyzed using a 
feminist lens to determine whether lessons helped to create gender equity.  Teachers were 
also asked their objectives for some of their lesson plans to see if one of the objectives of 
the lesson was to promote gender equity. 
Curriculum maps.  Copies of all the teachers’ curriculum maps were collected, 
and time spent on gender was measured.  The curriculum maps for elective courses and 
core academic courses were compared to measure how much classroom time was devoted 
to teaching gender or women in history in each class.  
Coding.  Employing Miles and Huberman’s (1994) suggestions, I created a 
system for coding both the teacher observations and the interviews.  The codes were 
derived directly from the data with a focus on my research questions.  The codes for 
interviews were under the major headings: gender-equitable curriculum, gender-equitable 
teaching, advocacy, background, and beliefs.  Under each general heading, there were 
several subcodes and then additional subcodes.  For example, under beliefs, there were 
feminist beliefs, beliefs about students, and beliefs about change.  Then, under feminist 
beliefs, there were critical feminist beliefs and traditional feminist beliefs.  
Observation codes were broken up into curriculum and classroom discourse.  
Under curriculum, subcodes were labeled as methods, material, coverage, and lesson 
type.  Under discourse, subcodes were labeled as discussion, nonverbal interaction, and 
verbal interaction.  A more detailed description of the codes is available in Appendix J.   
The interview codes were based on the data and research questions.  The 
observation codes were based on the data, research question, and Streitmatter’s (1994) 
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work on gender-equitable teaching.  If I did not find the data to support a code, then I 
dropped it.  For example, under advocacy, I originally had types of advocacy, but since 
teachers were not advocating in general, I dropped the different types.  Throughout the 
process, I continued to reevaluate my codes, adding and dropping based on the data.  I 
also shared my codes with my advisors.  After three rounds of initial coding, I went back 
through and modified, combined, or eliminated certain codes to create the final list of 
codes, as seen in Appendix J.  
Quantitative Analysis  
Observations.  Observations were planned with the teachers to coincide with 
lessons focusing on gender.  For each observation, I drew a map of the room and recorded 
each student’s gender and race.  I then recorded who was called on by gender.  After six 
observations, I totaled the number of students and then divided by each gender to obtain a 
percentage of how often each teacher called on each gender (see Appendix I).   
Threats to Validity 
In the research design, I attempted to reduce threats to validity.  One threat was 
impression-management bias.  Teachers might say they have a feminist’s beliefs but that 
might not be reflected in their pedagogy and classroom practices.  Therefore, I conducted 
several classroom observations to examine and compare what teachers said in the 
interviews with what they did as they taught.  In addition, Bargad and Hyde’s (1991) 
Feminist Identity Development Scale (FIDS) was used to verify teacher beliefs.  Beyond 
this, observation data were checked against lessons plans and curriculum maps to verify 
what was said in the interview.  This created triangulation to validate what the teachers 
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said and what they did.   
A second threat to validity was in the design surveys and scales and their ability to 
correctly represent the participants’ beliefs.  In order to ensure this, I used the validated 
FIDS (Bargad & Hyde, 1991).  Interview guides were carefully constructed using the 
work of Erickson (1986) and Weiss (1995) in order to avoid leading questions and to 
truthfully reveal beliefs of teachers.  Another threat to validity had to do with the small 
sample size; this study only represents a few social studies classrooms.  To control for 
this threat, I did not generalize outside my sample. 
A final, important threat to validity was researcher bias.  In order to be cognizant 
of researcher bias, I used several methods rooted in the work of Maxwell (2009).  First, it 
is important to note that, since the very nature of qualitative research relies on the 
subjectivity of the researcher, bias cannot be eliminated, but rather it can be 
acknowledged and examined to understand “how a particular researcher’s values and 
expectations influence the conduct and conclusions of the study” (p. 108).  To that end, I 
constantly acknowledged my values and expectations through researcher memos.  
Beyond this, I had an intensive long-term involvement in my site for a period of an entire 
school year with repeated observations and interviews to allow me to collect rich data.  
As Maxwell (2009) explained, “Repeated observations and interviews, as well as the 
sustained presence of the researcher can help rule out spurious associations and 
premature theories” (p. 111).  Respondent validation was used in the form of member 
checks.  To understand information  that was unclear or confusing, I solicited feedback 
from my participants.  This was all done to help further validate findings and highlight 
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differences.   
Limitations 
          The goal of this study was to examine the beliefs and practices of gender-equitable 
teachers.  The teachers were chosen based on their score on the FIDS, administrator and 
student suggestions, and my own observation and knowledge of their practices.  This 
sample was limited to one school in a specific local context.  Thus, it is difficult to 
generalize these practices to other school contexts.  
    An additional limitation is my own strong beliefs about gender equity and my close 
relationship with the school.  As someone who would describe herself as a feminist I was 
careful to try to check my own bias often by writing a memo bi-weekly.  Additionally, I 
know the participants well and I am very familiar with the school.  In order to account for 
that limitation, I had frequent check-ins with my advisors who encouraged me to take 
remove myself from any preconceived notions and look at these participants with a 
critical eye.  By having my committee members’ review my themes and conclusions I 
was able to check my bias.   
       Another possible limitation in this study was that the analysis focused heavily on the 
interview and observation data.  To help strengthen my analysis, I also gathered other 
evidence, such as curriculum maps, class handouts, student work, and field notes on the 
physical classroom, as well as the FIDS.  This allowed for corroboration between data 
sources.  I also performed member checks, allowing me to compare my interpretations 
with the participants.     
         Additionally, this study was limited in its scope.  This study looked at teacher 
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beliefs and practices but did not provide any evidence of their impact on students.  One 
could infer that these beliefs and practices help students understand gender inequality and 
teach them to be more accepting; however, without data from the students in these 
classrooms, such conclusions cannot be drawn.   
Further limitations include the fact that this study looked at gender in a traditional 
binary sense.  However, current debate reveals that gender may be fluid, and many 
students and other members of the population do not subscribe to a traditional gender.  
They may consider themselves transgender or unwilling to attach a label to their gender 
identity.  This study was a starting point to look at gender equity in the social studies 
classroom, but it failed to adequately address the growing concept of gender fluidity.  
More work is needed in that area. 
 Another limitation was the amount of influence I may have had on the 
participants and their own reflections. I became close with the people in the study and 
had many conversations about gender equity and teaching that were not part of the initial 
research design.  Four of the six participants explicitly told me that their participation in 
the study made them more reflective of their own teaching.  As a result of this study, 
three of the teachers stated they were more conscious of how they treated females and 
covered gender.  Also, this study helped drive the department to offer a gender studies 
elective in 2015–2016 school year. While these changes are positive, they may in fact 
bias the results, since I formed close relationships with many of the participants, and, 
their participation engendered an even greater dedication to gender equity. 
 Finally, this study was not intended to speak for all gender-equitable teachers or 
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teaching.  Instead, it looked at a small sample of feminist educators in a politically liberal 
state.  This study by no means implies that one has to be a feminist to practice gender-
equitable teaching.  The intention of this dissertation was to start researching an area that 
has long been overlooked and to create a dialogue about teacher beliefs, advocacy, 
curriculum, and practices around gender.  To claim this work is any more than a starting 
point would not be fair.  
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CHAPTER 4: FINDINGS 
 Chapter 4 begins with a description of each of the gender-conscious participants 
in this study.  This is followed by an examination of each teacher’s case and a description 
of their beliefs and practices in relation to gender equity.  Through a cross-case analysis, 
the results of the study showed that teachers’ own personal experiences influenced their 
beliefs related to gender.  Additionally, their beliefs translated into gender-equitable 
practices in regards to curricular modifications, classroom discourse, and professional 
practices.  Across all six teachers, there was evidence of strongly held feminist views, 
varying from strictly feminist to critical feminist; a skepticism of the presentation of 
gender in traditional textbooks; a search for supplemental and more representative 
materials around gender; lesson planning for inclusion of women; an awareness of male 
and female classroom participation rates; connecting past oppression of women with 
current events inequity to promote student interests related to gender; using the flexibility 
of the elective for an opportunity to include the voices of women and supporting young 
women outside the classroom.  These teachers all demonstrated areas for potential 
growth, most notably the lack of collaboration with colleagues about gender equity.  
Reasons for this missed opportunity varied based on the participant.  Unpacking each 
case individually provides insight into each teacher’s background, beliefs, and practices 
related to gender equity. 
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Individual Cases 
The Case of Alex Carol 
 Background as it relates to beliefs on gender equity.  Alex is a biracial Black 
and White man who was in his mid-20s and in his fourth year of teaching during the 
interviews for this study.  The experiences Alex faced in regards to discrimination and 
marginalization are of particular importance to his gender-equitable practices.  When he 
spoke of his experiences growing up as a biracial person, he often described feeling like 
an outsider, and, unlike other members of the study, he did not have a positive pre K–12 
schooling experience.   
 One of the goals of critical theory is to give power to those who have felt like an 
outsider.  Alex described this outsider feeling as shaping and influencing his teaching 
practices.  Alex operates from a critical lens and uses that to translate his empathy for his 
students.  He wants school to be a positive experience for his students, both male and 
female.  His negative experiences with his own teachers influenced his decision to 
become a teacher.  He said,  
[I wanted] to become a teacher because when I was in school, I didn't really have 
anyone to look up to or who I felt understood my educational needs and wants 
and experience, because I was not one of those students who was able to sit down 
and shut up and take notes and be perfectly behaved at all times.  I wanted to 
change the experience for some people.  Change their perception of what teachers 
and class has to be like. (Interview, October 6, 2014) 
Alex approached his desire to become a teacher with the belief that he wanted to 
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change the system for students, such as himself.  Alex said, “[I] didn’t have that strong of 
a role model back in high school or middle school.  I never really connected well with 
any of my teachers” (Interview, September 18, 2014).  As a result, Alex said that he 
strives to be a teacher whom students can connect with.   
Additionally, Alex felt ostracized as a biracial person.  He described having 
trouble fitting in with different racial groups because of his biracial background: 
When I was in middle school, it had a very large population of Hispanic, 
specifically Mexican Hispanic, and at that time they were almost their own group.  
And I use the word ‘they’ on purpose; they became almost their own clique who 
spoke Spanish, and then there was another White group and then a Black group, 
and the Black group always accepted me because they knew who I was, but the 
White group would always call me ‘White,’ they would say, ‘You’re not Black, 
you’re White,’ because of the way I spoke and the way I dressed.  I couldn’t be 
Black in their eyes.  I remember in that moment getting really angry in 7th grade 
at my friends, and I actually cried and punched a kid because they tried to tell me 
that I was a liar. (Interview, September 18, 2014) 
Alex described this isolation persisting into high school, where he was called “Oreo,” as 
if he were white on the outside and black on the inside:   
I had people say like, “Oh you’re not Black, you might be like a quarter Black”, 
and they would start to say like, “Oh no like he’s a quarter,” and I’d be like, ”No 
I’m half Black,” and they would say, “No that’s not possible.” (Interview, 
September 18, 2014)   
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As a college student, Alex carried around a picture of his father in his wallet so people 
would believe that he was in fact biracial (Interview, September 18, 2014).  The trauma 
Alex experienced from the way his peers dealt with his identity made him want to 
become an advocate for social justice.  Alex explained how his experiences “opened [his] 
eyes to what slavery was, what it meant to fight for your background” (Interview, 
September 18, 2014).  It took Alex “until much later in life to learn the vocab to discover 
[his] experience” (Interview, September 18, 2014).  He reports his background places 
him in a unique position to relate to his students:   
I think, again, this is a unique perspective to have because not only am I a biracial 
man who comes from a civil rights background, but I’m also a biracial man who 
comes from a White background that has been middle class and upper middle 
class my entire life.  I believe that the way I teach not only connects the students 
who are disadvantaged, but can also connect the people who are advantaged, so I 
don’t feel like anyone in my classroom is ever alienated from the conversation. 
(Interview, September 8, 2014)   
Alex’s experiences with discrimination provided him with a deep desire to be an 
equitable teacher.  It was important to Alex to make sure that all voices in his classroom 
were heard, regardless of race or gender.  While Alex’s background really focuses on 
race, his experiences translated into how he taught gender.  Even though Alex was 
ostracized for his race, he could empathize with issues of gender inequity.  Alex 
explained: 
I do not teach about gender as much as race unfortunately, because race is more of 
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my background, but it has made me more empathic to gender issues, specifically 
in teaching American history.  I love to discuss with the students, “Is it weird to 
have a stay at home mom?”  They're like, “No!  No!”  But then I ask what about a 
“stay at home dad” and they say, “Super weird.” (Interview, October 7, 2014) 
While dealing with gender issues was not at the forefront of his experiences, he was well 
aware of inequity and discrimination from his childhood, which shaped both his beliefs 
and practices.  
 Beliefs about gender equity and teaching gender equity.  Alex had strong 
feminist views, and he scored 5 out of 5 on the FIDS, which categorized him as being 
actively committed to feminism.  When asked about whether men and women are equal 
in society, he said, “No,” and he quickly described the dramatic differences:  
Gender inequality is a horrible thing in America.  It is insane, not only by public 
perception, but the pay scale.  And so there is a huge perception of women versus 
men, because men are the dominant gender.  Yes, there are more women in 
colleges by numbers than men; however, that's not the number you have to look 
at.  You have to look at the numbers of CEOs.  You have to look at the number of 
upper echelon people, the number of senators, of congresswomen, the number of 
governors who are men versus women.  We are not even close when you talk 
about women's right to choose your body has been decided by seven White [men], 
just two women now, seven White old dudes, decide the right for how, what 
women are allowed to do.  The economic industry and the political sector are 
dominated by a man—that is domination. (Interview, October 7, 2014) 
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Alex spoke passionately about a patriarchal system that benefits White males.  Alex’s 
beliefs, which aligned with critical feminist theory, connected to how he views his job.  
When asked if he felt reducing sexism was part of his job as a teacher, he explained that 
it is not only his job but also, as a social studies teacher, an obligation he has to do so.  
Alex felt more comfortable being called a social studies teacher than a history teacher.  
He explained,  
I relate to the word “social studies teacher.”  Yes, I do say that I'm a history 
teacher but it's—a social studies teacher is more accurate.  I think we're the only 
one in the school who has the appropriate background knowledge and academic 
focus to address those issues [of sexism], so I think it's extremely my job. 
(Interview, October 7, 2014) 
Alex chose that label—social studies teacher—carefully over history teacher, because it 
provided him with the necessary framework to teach about issues he was passionate 
about.  He believed deeply in gender and racial equity, and, possibly even more 
significantly, he believed the United States was far from achieving a racially and gender-
equitable society.  Alex believed it was “extremely” his job, as social studies teachers in 
particular have the obligation to focus and address these issues, and these beliefs 
translated directly into his classroom practices.  
 Gender-equitable teaching/Gender-equitable curriculum.  I observed Alex’s 
class 17 times during the 2014–2015 school year, but for the purposes of this study I only 
included eight observations, ones in which he said he planned to include discussion of 
gender (see Appendix K).  Alex’s teaching methods focused on making the curriculum 
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relevant to students by connecting the past and the present inequities.  By doing so, he set 
up a framework so that his students could see structural imbalances in power.  He used 
the material to highlight gender inequity set up in today’s society.  Alex explained that 
one of the most important parts of teaching is “relevancy, to read to your personage.  
That's something I was never taught—why you should be learning this?” (Interview, 
October 6, 2014).  He approached lessons from this lens in his classroom.  I observed two 
lessons that demonstrated Alex connecting the past and the present, which highlighted his 
gender-equitable teaching.  In one lesson, he showed his class Iron Jawed Angels (Katja, 
2014), a movie about the struggle for women to gain the right to vote.  He used the movie 
to frame a discussion of modern-day women’s rights and struggles, including the wage 
gap and the high rates of domestic violence in the United States.  Alex explained, 
“Women can vote now but still have a long way [to] go in terms of gender equality” 
(Classroom Observation, October 15, 2014).  The students then discussed the movie and 
how difficult it was for women to gain equality legally.  Additionally, Alex shared 
statistics with the class about the low percentage of women CEOs and the low 
representation in government.  Some of the students that day were asking, "How is this 
true?"  Alex responded, "Isn't this 30 years after women got the right to vote. Yes.  But 
we're still subjugating them in another way.  And, therefore, if we couldn't do it by law, 
how do they get it done, by habit?” (Classroom Observation, October 15, 2014).  This 
lesson (and others like it) was represented of others in which Alex showed his class how 
little has changed in terms of equity for marginalized groups.  This lesson aligned with a 
critical feminist framework, because it examined the historical and present-day inequities 
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and power structure and how that relates to the unequal status of women. 
Another example of a lesson that aligned with critical feminist theory (CFT) was 
from Alex’s use of the history curricula to examine today’s patriarchy.  The lesson, which 
was on the rise of social conformity in the 1950s, was designed to help students see not 
only the disadvantages women faced in the 1950s, but also how in society we stratify 
people, not through laws but through advertising and other media that promote social 
norms.  The students read an excerpt from a 1950s home economics textbook about how 
women should behave as wives.  Additionally, they analyzed 1950s advertisements that 
clearly showed how women were valued for their appearance.  Many members of the 
department included these same lessons; however, Alex added a special spin to the lesson 
at the end.  He had the students look at advertisements of women today to see how they 
also objectify women.  In comparing the past and present depictions on women, Alex 
revealed to his class that in many ways women are still objectified and portrayed as less 
than men. The students were surprised to see how the norm was for women to be 
subordinate to men in the 1950s (Classroom Observation, March 11, 2015).  By 
connecting the patriarchy of today with its historical roots, Alex used critical feminism to 
teach students about structural inequity.  When asked about the lesson, Alex described 
the following:  
We talk about this idea of a male-dominated work force since there is so many 
men who came back from war almost became a required aspect of being a woman 
was to stay at home and to have a good family.  In high school they are told not to 
go to college and their job was to find a husband.  They were told in home 
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economics how to be a good housewife.  It became the stereotype of a woman.  
And not only stereotype, it became the ideal of a woman and in her role in 
society.  I think it's a very important aspect to think about for the kids.  They were 
all blown away. (Interview, March 11, 2015)  
Focusing on gender may have helped struggling students better engage in the content.  In 
this class, students were tracked into the lowest level, many as a result of English not 
being their first language; yet, by the end of the lesson on women in advertising, they 
seemed to understand a complex system of injustice for women.  For example, one 
female student remarked that she never thought about how ads today portray women as 
objects.  Another student remarked that she was disgusted by how women were valued 
for sex (Classroom Observation, March 11, 2015).  Choosing to focus on the women’s 
role in history, Alex helped his students begin to value women’s voices in history and a 
subtler message that marginalized voices matter.  This type of lesson might engender 
even more cultural dissonance and reflection for students from ethnic subcultures that are 
typically more patriarchic than the mainstream American society. 
 Gender-equitable practices.  Alex’s gender-equitable practices extended into his 
classroom discourse.  Alex connected with his students and used praise as well as 
positive reinforcement frequently.  He called on females as often as males, and he 
encouraged young women to volunteer (see Appendix I for the tabulation sheet).  
However, Alex understood that women have been socialized to be more submissive and, 
therefore, may not be volunteering in class as much.  He said,  
I think because of socialization and what gender stereotypes tell women to be, 
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women grow up into a place in which they believe, and teachers believe, and men 
believe, that it’s easier for them to sit down and take notes and be that quiet 
receivers. (Interview, October 7, 2014)   
Alex described several ways in which he adjusts for this problem: “I do online 
conversations, and I do written reflections.  Whenever possible, I call on girls whenever 
there are a few more hands up, I usually try to call them” (Interview, October 7, 2014).  I 
observed Alex’s several times class (see Appendix K) and tallied how often he called on 
each gender.  Alex continually called on females in equal ratio to the males in his class 
(see Appendix I).  
 In addition to making a conscious effort for his female students to move beyond 
“passive receivers,” he validated the women in his classroom by avoiding using the 
textbook.  Instead of the textbook, Alex looked for other resources that were more 
inclusive of women’s histories.  For example, Alex used Dorothea Lange photos to teach 
about the Great Depression (Classroom Observation, February 3, 2014).  Women are 
often excluded from the historical record because they have not been in positions of 
power.  In traditional textbooks, few women have been portrayed working in 
government, as photographers, or as authors.  Alex used Lange because she represented 
women working all three endeavors.  Alex believed it was important for women’s voices 
to be heard and for his students to know that women are often left out of the traditional 
history textbook.  He explained, “I also talk about the women that were left behind; we 
talk about Dorothea Lange and her kind of photographic journalism” (Interview, October 
7, 2014).  Alex was careful to show his students Lange’s photographs of oppressed 
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people, since women’s struggles were not documented as much as men’s.  In class, his 
students reflected on many portraits, including many photos of women, such as a migrant 
mother.  The students were then asked to think about the conditions of the people in these 
photos.  The lesson was designed to show how women dealt with the Great Depression, 
and it was also designed to examine the contribution a woman like Lange could make 
within American history.  According to Alex, one female student commented on how 
women during the Great Depression had to deal with a double burden of surviving 
poverty and caring for a family (Interview, October 7, 2014).  Alex was created space in 
his curriculum to include women, but he could have gone further and discussed structural 
inequality for men and women during the Great Depression.  If he had done this, then the 
lesson would have been not only one that promotes feminism but also one that has 
students examine from a critical lens. 
Alex shared lessons with colleagues often; however, by his own admission, he 
thought he could do better sharing gender-equitable lessons.  At the time of the 
interviews, he had been working on creating a debate on the restrictions of birth control 
in history and if that has been used as a way to suppress women’s rights.  Yet, at the end 
of the study, when I asked him to share the lesson with me, he said he ran out of time and 
was unable to create a version of the lesson plan that he felt comfortable sharing with his 
colleagues.   
 Evaluation of gender-equitable teaching: Missed opportunities.  While Alex 
did implement many gender-focused lessons, there were also some missed opportunities 
to have students analyze gender inequity.  Of the six participants in this study, Alex 
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spoke the most passionately about marginalized groups, even beyond women, with a 
specific focus on people of color, which aligns many of his lessons with CFT.  However, 
because of time constraints and a lack of a formal system to discuss issues of gender, 
Alex at times failed to translate his passion beyond his own classroom.  In regards to 
gender equity, Alex explained, “I think that I could do better, but at least I am actively 
thinking about those things” (Interview, October 7, 2014).  Alex was thinking about these 
“things,” and he was thoughtful in implementing lessons to include women.  He was also 
considerate about how women were treated in his classroom.  
Alex missed out on opportunities to share his passion and lessons with his 
colleagues, which meant his passion for helping students understand gender inequity was 
isolated to his classroom.  When I first approached Alex for this study, he did not know 
who the other feminist teachers in his department were.  This was surprising considering 
Alex was so passionate about feminism.  Additionally, when I asked Alex about whether 
he advocated for his beliefs or spoke about them at the department meetings, he became 
flustered.  It seemed as though he was worried that, if he did share, then his colleagues 
might not take him seriously: 
Kaylene:  All right so you have these beliefs about race and gender equity.  Have 
you ever thought about advocating for them at the department meeting? 
Alex:  In a meeting? 
Kaylene:  Or anytime or with your colleagues?  Have you ever advocated to say 
the textbook isn't really covering women like you said in your interview? 
Alex:  Um…  
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Kaylene:  Have you ever thought about it? 
Alex:  I think it is harder because I am the youngest person in our department.  I 
have [that] unfortunate status.  I think unfortunately when I speak in a larger 
formal groups or observations, I am taken less seriously than my colleagues. 
(Interview, October 7, 2014) 
However, what came up with Alex also came up with the other participants in the 
study—they were not advocating for gender equity because they feared how others might 
perceive them.  In subsequent case studies, it is shown how Tina and Michelle were also 
reluctant to share their beliefs with their colleagues.  All six of these participants taught in 
the same school and all had similar views, but they were not consistently collaborating 
about teaching gender equity. 
Another missed opportunity for Alex was the lack of solution-oriented teaching.  
Alex often highlighted how women have been historically, and are currently, oppressed; 
however, he often did not empower the students, male or female, to work for change 
conditions for those vulnerable to gender inequity.  One of the key components of critical 
feminist theory is empowering those people who are marginalized in order to change 
their current social conditions.  For example, students could participate in community 
outreach programs where they raise money for the domestic violence shelter in the local 
community, they could write letters to Congress about improving parental rights policies, 
or they could petition their school for gender-neutral bathrooms.  In fact, in over 40 
classroom visits, I saw very few examples in which the instructor was asking students to 
think about ways to change conditions for women.  Overall, this is an area in which the 
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participants could improve.  
The Case of Liz Ram 
 Background as it relates to beliefs on gender equity.  Liz Ram is a White 
female who was 28 years old and in her second year of teaching at the time of the 
interviews for this study.  Prior to teaching, she worked for the U.S. Department of 
Defense as an interrogator in Iraq, which was an extremely male-dominated field, and it 
influenced how she thought about gender roles.  She explained, 
In the military, generally there are very few women, especially doing detainee 
operations and interrogations.  If you are a very assertive female who is not 
emotional and knows what she wants and is very demanding, you are sort of 
called a bitch and you're seen as mean.  But if I wanted to be nice and be my 
general person that I'm outside of work, I would just be walked all over and seen 
as this cute little—I'm not little—this sort of cute female who's there.  So I needed 
to be assertive and, in order to do so, unfortunately, that meant me putting on a 
face of being like a huge bitch.  But that was the only way I could get things done. 
(Interview, October 19, 2014)    
Liz left the military to pursue a career in teaching.  As she taught young women 
and men, she often thought about her time in the military. One of her goals was “breaking 
that stereotype that assertive women are not feminine” (Interview, October 19, 2014).  
She experienced sexism and racism throughout her life, and it drove her to be an agent of 
change.  Liz mentioned, “Having my husband being of a different race and of a different 
religion, people make comments, even with my own family, and walking in the streets 
 
 
72 
we’ve heard some things” (Interview, September 24, 2014).  Liz felt like both the sexism 
and racism she experienced actually made her a more socially-aware teacher.  Liz’s 
background and experience helped shape her beliefs. 
 Beliefs about gender equity and teaching gender equity.  Liz had strong 
feminist views, and she ranked 5 out of 5 on the FIDS.  She identified as a feminist and 
displayed an active commitment to women’s rights.  When asked what led her to her 
feminist beliefs, Liz cited her upbringing.  She explained the lack of traditional gender 
roles in her household:   
We all did the same thing.  There are four kids but both my parents were working 
parents.  My mom and dad both have their PhDs, and my mom is a successful 
scientist and she always brought me to work and so I think I saw, and all my 
mom's sisters and her friends are strong females.  So, that is what I saw.  I never 
really saw someone who is submissive.  I wasn't exposed to that. (Interview, 
October 19, 2014)   
Liz’s feminist beliefs helped to inform her use of gender-equitable teaching.  Liz 
explained that her passion for feminism drove her to teach more about gender equity.  
Regarding feminism, she expressed,  
[It] gives me passion to keep teaching.  I love the topic [gender] and the more I 
love it, the more I want to teach it.  I think it just inspires me to find every avenue 
and think of greater ways to hopefully open their eyes to something that they've 
never thought about, or they probably seen it but never thought about in a certain 
light. (Interview, October 19, 2014) 
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Liz wanted to use her beliefs about feminism to promote better citizens and, hopefully, 
students who want to advocate for social justice.  Liz described her reason for teaching as 
altruistic.  She considered teaching more than a job—instead it was a way to help 
students facilitate change and improve their current conditions.  Liz’s views aligned with 
critical feminist theory, because she viewed her role as a teacher as one that enacts social 
change for young women.  She said,  
I became a teacher really to give kids the tools to improve their life.  So my goal 
is to help kids realize their potential in giving them the tools that they can carry on 
in becoming successful, so hopefully better their situation. (Interview, October 19, 
2014) 
Liz taught Modern World History, United States History, and Government.  She 
taught every level from the lowest level to advanced placement (AP).  According to Liz, 
she really enjoyed teaching about marginalized groups.  She explained,  
I love the topic of race and racial differences.  I love gender and gender roles and 
especially sexual orientation and transgender people and the issues that they face 
and why they face them.  And I also love teaching about social classes, the poor, 
and the cyclical poverty. (Interview, October 19, 2014)    
She saw her role as a teacher as one to break cultural boundaries.  She said, when 
planning a lesson, “If I can break a cultural boundary, I think it's important to at least try 
and integrate it” (Interview, October 19, 2014).  Besides her focus on issues of gender, 
Liz also fit the description of a teacher with gender-equitable practices. 
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 Gender-equitable teaching/ Gender-equitable curriculum.  I observed Liz’s 
classroom a total of eight times during the 2014–2015 school year, and, through those 
observations, I was able to get a strong grasp on her teaching practices, methods, and 
classroom environment and discourse.  In all of these ways, Liz practiced gender equity.  
For example, in her advanced placement government class, one lesson I observed was on 
women’s representation in the media.  Liz began class by stating,  
So we are asking a question if journalist integrity is being jeopardized because 
you need to make money.  So, a lot of the stories that you’re seeing like aren’t in 
the public’s interest.  Do you really need to know that Kim Kardashian’s butt is 
on the Internet?  No, not particularly, but that sells, so people will talk about it.  
Who really cares if Kim and Kanye had a baby?  I sure don’t. (Classroom 
Observation, November 19, 2014)  
Liz explained that in order to make money the media often publicizes exaggerated 
patriarchal norms that may translate to sensationalized headlines, and this is not just for 
entertainment news, as she connected later in the lesson to women in politics.  The lesson 
continued, and she showed clips of how male and female politicians were treated 
differently in the media; this included a clip of Hillary Clinton campaigning, and people 
yelling “iron my shirt” at her; clips of newscasters speculating if Sarah Palin’s breasts 
were real; and clips of male news anchors using really offensive words, such as “bitch” or 
“slut” to describe some of the most powerful women in the United States.  One of the 
most offensive clips discussed Hillary Clinton and Michelle Obama.  The male news 
anchor stated: “When she [Hillary] comes on television, I voluntarily cross my legs.  
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However, whatever you say about Obama, his wife looks great showing a little bit of 
cleavage” (Classroom Observation, November 20, 2014).  After each of the clips, Liz 
debriefed with the class and asked what they thought.  She explained,  
There is blatant sexism where you want to show female candidates as weak and 
you are going to play on emotions.  These are some of the headlines: Chelsea 
Clinton had a baby.  That’s a grandkid and you would think, “Oh, that’s so cute,” 
but immediately after you see that Chelsea Clinton had a baby, the headlines were 
is Hillary Clinton going to run [for president] if she is a grandmother?  Do you 
know how many grandkids Mitt Romney has?  He has like an army.  He has so 
many grandkids and no one was like, “Well Mitt, you’ve got all those 
grandbabies, I don’t think you can really hack it.”  Not a single person.  I’ve never 
seen coverage of how many grandbabies man have as it relates to whether they 
can hack it as a presidential candidate. (Classroom Observation, November 20, 
2014) 
By showing her students the institutionalized sexism, she was teaching using a critical 
feminist framework.  She was not just teaching about individual acts of sexism, nor was 
she just expanding her curriculum to include more women; rather, she was teaching about 
how the dominant structures reinforce patriarchy.  
  The students were receptive to Liz’s explanation.  Students, especially the women 
in the classroom, reacted with “oh my god” and gasped while viewing the video clips.  
One female student exclaimed, “Who cares what the women are wearing, I can’t believe 
this” (Classroom Observation, November 20, 2014).  One male student said, “I think 
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they’re trying to keep you from supporting female candidates” (Classroom Observation, 
November 20, 2014).  Another female student recalled Barack Obama’s inauguration, 
citing how the media reinforced how females should be valued for their appearance.  The 
student said,  
The one thing I remember is watching [the inauguration] live and the only thing 
they were talking about is the Michelle Obama and the girls were wearing J. Crew 
and posting the pictures and talked about how much they cost.  They didn’t say 
anything about the President or what was going on. (Classroom Observation, 
November 20, 2014)   
The class appeared to understand the message Liz was conveying, and the students were 
able to see gender bias.  Liz ended the lesson by stating, “When you compile this 
altogether … can you see the gender bias?”  (Classroom Observation, November 20, 
2014).  The students reacted by nodding in agreement.  Liz also gave students who might 
not agree with her an avenue to be heard.  She said, “I might be overreacting to these 
clips, does anyone think I am overreacting?”  No student raised her or his hand.  Based 
on observations of her teaching, her students felt comfortable disagreeing with her and 
presenting different sides of an argument.  However, with this lesson, she had made the 
gender inequity so clear that all the students agreed. They agreed that gender bias existed 
for women in politics.   
Of the eight classes that I observed, three of the classes focused solely on gender.  
Two classes were on sexism for females in politics and a sociology class analyzed the 
way in which women were portrayed in song lyrics.  During my observations in Liz’s 
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sociology classroom, the students analyzed song lyrics and what messages those songs 
sent about gender.  Liz described her lesson: 
So, they looked at songs and the first one I played was Beyoncé’s “If I Were a 
Boy,” where she basically explains like if she were a man, how life would be 
different because she was previously a female and that she would know how to 
treat women.  All the songs were basically about women who didn't have any self-
confidence because of their life. We did that and we looked at the lyrics to 
deconstruct the songs; once you step back and actually print other lyrics and read 
them, you see what they are calling women.  And women get called names in the 
songs and we just notice that men were really not called anything besides the N-
word.  There was no derogatory word for any guys, and there were so many 
derogatory words for women, and why is the guy just called N-word or a hustler, 
a player, like, nothing more negative than that. (Interview, November 2, 2013) 
While Liz described the use of derogatory language toward women in some hip-
hop songs, she did not mention that rappers also sometimes use feminized and gay slurs 
to insult men.  Despite this, Liz suggested that some hip-hop may portray woman and 
femininity as “less than.”   After the lesson, one student commented, “I never thought that 
way about the songs I listened to before” (Classroom Observation, November 4, 2013).  
Here again, Liz taught about the structures that reinforce sexism, aligning with critical 
feminist theory.  Similar to her AP government classes, Liz used the media to show 
gender bias towards females.   
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Gender-equitable practices.  Beyond the subject matter of women, Liz also 
implemented gender-equitable practices.  She took time to call on female students if they 
were not volunteering (Classroom Observation, November 26, 2014).  Liz encouraged 
her female students to speak in class.  When asked about what it would look like if I 
walked into her room, Liz responded,  
There's a lot of noise, a lot of talking.  A lot of the class is really spent with 
questions and talking about things and so people would say one thing.  There is an 
equal amount of girls and guys volunteering, which helps the class discussion. 
(Interview, October 19, 2014)  
Liz, similar to Alex, used many current-day examples to connect to students’ lives.  
Additionally, she used curriculum materials besides the text, such as primary sources and 
news clips from current events, so that different voices in history could be represented.  
Liz explained, 
Many voices in history are left out.  We've finished the Puritans, and we dealt 
with why there was so much sexism in forming America.  The Puritans were 
misogynistic.  I want my students to look back at it through a different lens, but 
that is not in the curriculum. (Interview, October 19, 2014)   
Liz often covered the material through the lens of the oppressed.  For example, 
she had her sophomores learned about the First Amendment using the protest Ferguson 
Missouri as a case study, and her seniors participated in a document lesson to look at 
racial disparity in the prison system today (Classroom Observation, November 26, 2014; 
March 11, 2015).  Even though this took extra time, it was part of Liz’s practices to use 
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additional materials to teach about social inequity. 
Similar to other participants in this study, Liz seemed to take great joy in 
teaching, and she would often make connections with her students beyond the classroom.  
Liz ran a hip-hop club after school in which many female students of color participated.  
One female student described Liz’s room as “a safe space for kids of color and women” 
(Interview, October 19, 2014).  When you walked by Liz’s room in the morning or after 
school, there were flocks of female students of color hanging out.  One could suggest that 
Liz’s students were drawn to her because she was so open about her beliefs.   
Liz expressed that part of her job was to institute change.  When asked about her 
teaching philosophy, she reflected, “I don't even know where to start—really opening 
their eyes to their own potential.  I just want to challenge them because I never want them 
to feel like this is the best that they can be” (Interview, March 16, 2015).  Liz practiced 
what she preached, challenging her students to be citizens, to question authority, and to 
challenge gender roles. 
 Evaluation of gender-equitable teaching: Missed opportunities.  Liz fit the 
criteria of a gender-equitable teacher as her lessons and practices aligned with CFT on 
many levels.  Her room was a place where young women gathered; her curriculum 
included the voices of women; and her classroom was one where the female voice was 
heard often.  Liz was a proud feminist, and her students were aware of her beliefs.  Yet, 
Liz missed key opportunities to share her expertise with her colleagues.  When I asked 
Liz if she shared her practices with her colleagues, she said she would if she was asked, 
but she did not regularly share.  Liz explained, “There is a lack of time and lots to cover” 
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(Interview, November 2, 2014).  She also mentioned that she was a younger teacher in 
the department and did not know if it was her place to share her beliefs.  She said she was 
happy to have teachers observe but did not go out of her way to share her practices 
(Interview, November 2, 2014).   
 Liz focused on the inequity with gender, but she did not share her expertise.  
Additionally, she criticized her own teaching for focusing so much on the negative.  
During her interview, she told me that one of her Black female students mentioned that 
all they ever learned about is how bad conditions are for women.  When her class 
analyzed song lyrics, the female student noticed, “Women get called names in the songs, 
and we just notice that men were really not called anything besides the N-word.  There 
was no derogatory word for any guys, and there were so many derogatory words for 
women” (Interview, November 2, 2014).  That student’s comment worried Liz that her 
students were just learning about how women are subjected to a male-dominated world 
and were not learning about how to empower themselves.  She said she worried that her 
students left her classroom “discouraged and depressed” (Interview, November 2, 2014).  
Critical theory does not view women or other groups as victims but rather as people 
whose outcomes are a result of the social structure in place.  Critical theory looks at 
solutions to empower a group.  Liz asked for solutions on how to empower the students, 
but she was not yet providing them to her students.  Additionally, as we discussed some 
of the solutions, such as providing role models, creating projects to raise awareness, and 
offering service-learning projects, it became apparent that she had not discussed these 
concerns with her colleagues.  While Liz had these gender-focused lessons, she worked 
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in isolation from her peers and did not utilize them to share her knowledge or to help her 
problem-solve.  
  Beyond a lack of internal department collaboration, there was a lack of cross-
department collaboration.  Similar to Alex in the previous case, Liz could not name the 
other gender-equitable teachers in this study or in the school.  They were not alone, as the 
other participants in this study also expressed that they worked alone when it came to 
practices of gender equity, despite the fact that the school emphasized collaboration and 
had regularly scheduled department collaboration time.  One small exception to this was 
when Jay Bould openly attempted to encourage his department to recruit female students 
for economics. 
The Case of Jay Bould 
Background as it relates to beliefs on gender equity.  Jay Bould is a White 
male who was 31 years old and in his eighth year of teaching at the time of this study’s 
interviews.  He had taught Psychology, Economics, Sociology, and Modern World 
History.  Jay decided to pursue a career in teaching after working in, what he described 
as, the male-dominated field of business.  He said the business world “led [him] to seek 
[his] true passion of teaching” (Interview, November 3, 2014).  Jay completed a master’s 
degree program in teaching and then began working at Smithville High School, where he 
“found how much [he] loved teaching and decided to pursue it as a career because [he] 
love[s] the content and working with [his] students” (Interview, November 3, 2014).   
Jay was a self-described feminist, and he had always had strong female influences 
in his life, such as his wife, mother, and sister.  His wife was a doctor who kept her 
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maiden name, and he often used her as an example in his own teaching.  Growing up, Jay 
had a strong interest in business and economics, but he was surprised by how male-
dominated these fields were.  Jay recalled growing up in the 80s and learning about what 
it took to be successful in business.  He said, 
You needed to look male and wear a very male type suit in the 80s; you'll see that 
even females they wear a suit cut like a male.  To be feminine was to be not 
successful in the 80s.  But even today, if you're considered at all feminine, the 
more you move towards the feminine role, the less you're respected in business at 
the highest levels, so you have to keep the sort of asexual demeanor to be 
successful. (Interview, Novembers 3, 2013)  
This often bothered Jay, who, according to his colleagues, would make mention of this or 
the wage gap at lunch.  Jay was troubled by the lack of females in business.  He brought 
this desire to prompt women in business into his teaching, and this, as well as his strong 
female influences, helped shape his feminist views.  
 Beliefs about gender equity and teaching gender equity.  On the FIDS, Jay 
ranked 5 out of 5 total points.  This showed he identified as a feminist and had an active 
commitment to women’s rights.  Jay’s beliefs were consistent with those of gender-
equitable teachers.  When asked about whether we live in a male-dominated society, Jay 
responded, without hesitation, “of course, we do” (Interview, November 3, 2014).  
According to Jay, we, as a society, were not actively moving away from gender 
stereotyping, but we were more aware of it.  He explained,  
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My personal opinion is that we are more aware of this idea of gender-typing, yet it 
still persists.  I think we pacify change by just simply stating it is [the way it is], 
whereas we feel enlightened, as opposed to prior generations where that were not 
even spoken about.  Now, we feel good saying, yes, in fact, this does exist. 
(Interview, November 3, 2014)   
Yet, for Jay, saying that gender inequity exists was not enough.  He explained, “The 
conversation [about gender inequity] doesn't move much forward.”  Jay said he would 
like to hear people ask, “Shall we do something about it and, if so, how?” (Interview, 
November 3, 2013).  Jay also aligned with critical feminist theory.  He saw both the need 
for better representation of women and the need for social change.  The desire for social 
change and the understanding of structural inequity was what made Jay not just a feminist 
but a critical feminist. 
In a department meeting, Jay mentioned that his economics class was all “White, 
conservative males, and [he was] desperate for help recruiting women” (Observation 
Notes, August 25, 2013).  One semester, Jay’s economics class had only 1 female among 
the 23 students enrolled.  Nonetheless, Jay thought it was just as important to teach men 
about gender inequity.  According to Jay, teaching about gender equity was an important 
part of his teaching philosophy, which included making his students better citizens.  Jay 
explained, 
Ultimately you want to leave your students with tools that can help make them a 
better citizen.  So, you're not going to be able to implant answers, but if you can 
pose some really provocative questions, help guide them towards formulating 
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their own answers, you can help prepare them to be better citizens. (Interview, 
November 3, 2014) 
The goal of making students better citizens was one of Jay’s explicit goals of the teaching 
of gender equity.  
 Gender-equitable teaching/Gender-equitable curriculum.  Unlike in some 
other courses, Jay had flexibility in his economics curriculum.  During one observation, 
Jay held a discussion on the wage gap for men and women in his economics class, which 
consisted of 22 males and 1 female.  Jay was fearful that having an almost all-male 
economics class would create a sexist environment.  Jay had to work against this in many 
ways.  One way was through the curriculum.  Jay had his students read passages of 
Sheryl Sandberg’s (2013) Lean In and watch clips on the pay gap in the United States.  
When he asked about causes of the wage gap, his students varied in their answers.  One 
student felt the country’s maternity leave policy was prohibitive for working women.  
Other students felt gender roles were the reason.  One student said, “Women are taught to 
be less assertive,” and another student felt “the underlying cause was the belief that men 
should be breadwinners” (Classroom Observation, December 12, 2014).  After a lengthy 
discussion, Jay then asked his students, “What can we do to promote gender equality?”  
One student responded, “I think we should make a social movement to have [more] men 
taking on stereotypical female roles.  We should use social media to breed acceptance for 
stay-at-home dads” (Classroom Observation, December 12, 2014).  Later on in the 
discussion, the students started to debate if government intervention was necessary to 
stop the wage gap.  While students disagreed about whether the laws were necessary, 
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they all agreed that education promotes change and that more people need to be aware of 
the pay gap between men and women.  Jay, like Alex and Liz, was teaching about the 
systems that promote inequity, and he hoped to empower those marginalized by these 
systems; in doing so, he was enacting critical feminist theory.  
At the end of the class, the students were not entirely sure how to solve the 
problem, as some cited the need for government intervention and others felt changes 
needed to start with the family structure; however, what they knew for sure was that 
gender inequality existed.  The class was being challenged to think of how to solve this 
problem. 
This lesson was one of six that I saw of Jay’s teaching.  While none of the other 
lessons were entirely about gender, they all involved modifications to the typical 
curriculum and the equitable treatment of students to promote gender equity.  For 
example, in Jay’s world history classroom, he modified a traditional assignment that 
consisted of the students making a pamphlet on class barriers, and he gave students the 
option of making a pamphlet promoting women’s suffrage (Classroom Observation, 
November 19, 2014).  By modifying the curriculum to include women’s history, Jay gave 
his students access to voices that are often underrepresented in social studies curricula.  
In this lesson, Jay focused solely on the feminist theory, and not necessarily on critical 
feminism.  Since the lesson asked students to think about women not included in the 
original version of the assignment, Jay was being inclusive in his practices; however, he 
did not ask the students to think about how the lack of suffrage impacted outcomes for 
women.  If he had taken the lesson further and had asked students to examine how the 
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lack of voting rights for women in history could lead to the imbalance of power today, 
then he would have been operating from the critical feminist framework.   
Jay discussed the current conditions for women in some of his lessons, moving 
towards a more critical lens.  He wanted his students to understand how the past affects 
the present.  Often in his lessons, he connected issues of today to past events.  For 
example, in his world history class, Jay took the time to point out to the freshmen 
students that there has never been a woman president.  The students were actually 
surprised when they realized that they currently had a Black president, but there had 
never been a female president.  Jay reminded the students that African Americans 
received the right to vote before women in the United States (Classroom Observation, 
November 24, 2014).  By connecting the past to the present, Jay used CFT to help his 
students understand the historical roots of modern-day inequity. 
Gender-equitable practices.  Jay strove to make the female voice heard in his 
classroom.  When I spent time in Jay’s classroom, the students were often laughing and 
engaged in a class discussion.  Jay employed positive reinforcement often.  For example, 
in Jay’s economics class, he noticed that after 20 minutes of discussion on the wage gap, 
the only female student, Emma (a pseudonym), had not yet volunteered.  He called on her 
directly, asking her if cultural biases play a role in unequal pay between men and women.  
She responded, “I think there is a lot of pressure for women to stay home.  Traditional 
gender roles still expect women to cook and clean” (Classroom Observation, December 
12, 2014).  Emma’s response showed that she had an understanding of the social inequity 
women face in modern-day society.  After the class, Jay explained that he called on 
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Emma because he thought it was important for the female’s voice to be heard (Interview, 
December 12, 2014).  Including the female voice in discussion, asking his colleagues for 
help in encouraging young women to take economics, and providing strong female role 
models, such as his wife, were some ways that Jay incorporated gender equity into his 
teaching.  
Evaluation of gender-equitable teaching: Missed opportunities.  Aside from 
the one instance at the department meeting, Jay did not collaborate with his colleagues 
about gender equity.  He may have had an unplanned lunch conversation about the wage 
gap or his experiences in the male-dominated business world, but he did not share with 
his colleagues in any planned way.  Similar to the other participants, Jay missed the 
opportunity for any formal initiative to promote women.  Here he missed the critical 
piece in critical feminist theory.  It is not enough to just examine the patriarchy that 
exists; to be truly critical is to encourage and equip women to resist the current structure.  
For example, he mentioned at a department meeting that he would like to see more 
women take economics; however, beyond that, no formal action was taken.  This could 
have opened up a discussion on why women are not enrolled in the class or a movement 
to start a “women in business” club.  Yet, Jay only addressed his issue briefly and then it 
was on to the next business item.   
Jay was approached by a mathematics teacher for cross-department collaboration 
to create an AP economics class.  I asked Jay if there was any discussion of female 
participation or teaching about women’s issues in the curriculum; Jay said, while he 
would like to discuss those issues, they did not get to it.  When I asked Jay why he did 
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not spend more time discussing gender equity with his fellow teachers, he cited that 
“there is not enough time” (Interview, October 5, 2015).  Jay explained there were 
constraints to spending more time teaching about women and conversing with colleagues 
about gender equity:  “A lot of that is just the practicality of time constraints but also 
what society decides to value right now unfortunately” (Interview, October 5, 2015).  Jay 
was particularly concerned about this in his advanced placement classes where there was 
a high-stakes test at the end of the class.  Jay explained that the testing culture often kept 
him from telling history from a modern viewpoint.  He explained that he would like to,  
tell a modern story, and I’m sure there would be a larger female presence within 
the story because females are a large presence in reality, in life itself.  But let’s 
ask ourselves why is that being omitted and should it and how would a modern 
story be robbed of the detail and enrichment in that content if you are telling a 
very one-note story of history. (Interview, October 5, 2015) 
There was no concrete evidence to support Jay’s view that he would teach less about 
gender if the course became standardized, yet his concern was a real one.  If gender 
received very little coverage in mandated curriculum (such as economics), then teachers 
may have focused on content that was being tested.  As Grant (2007) explained,  
The principal pedagogical effect of state social studies tests appears to be on 
teachers’ content decisions.  State tests do not tell teachers how to teach, but they 
do suggest what should be taught.  Teachers [then] modify their curriculum in 
reaction to standardized exams. (Grant, 2007, p. 251) 
Gender and women were not widely represented in the Massachusetts frameworks or in 
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the College Board high-stakes testing curriculum.  For example, Jane Addams was the 
only female explicitly referenced in the AP history curriculum.  This lack of 
representation of women on a high-stakes test could have driven which content teachers 
taught—and validate Jay’s concern that the modern story of women was being lost due to 
state-mandated tests.  
The Case of Shelly Court 
Background as it relates to beliefs on gender equity.  Shelly is a White female 
who, at the time of the interviews for this study, was in her early 30s and had been 
teaching for 12 years at the same urban-suburban high school.  Growing up, Shelly said 
that she was in upper-level courses, and her classmates considered her academically 
talented, which she felt was difficult as a woman.  She said, “I felt very marginalized 
because I was bright and I was always compared to men [in my school].  So, it was very 
competitive in a gendered way, and I didn’t appreciate that part of it” (Interview, October 
6, 2014).  Shelly remembered her teachers often comparing her to the boys in class.  It 
was her experiences in high school, and later at an all-women’s college, that exposed how 
the gendered treatment she received was wrong and that her feelings were justified.  Her 
belief system was only reinforced once she went to an all-female college with a focus on 
gender equity.  Shelly explained, “Then when I got to college, feminism wasn’t a dirty 
word, it was something that, of course, you would believe in” (Interview, October 6, 
2014).  Being at a feminist-focused institution gave Shelly an opportunity to share her 
feminist beliefs and achieve academically without being compared to men.  She credited 
this time in her life as helping her to develop strong leadership skills:   
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I felt like my all-female school gave me a lot of confidence; it gave me the ability 
to go into situation and think that I was going to be good enough and that there 
was never a doubt that I couldn’t do something. (Interview, October 6, 2014)  
At the time of this study, Shelly was encouraging her young female students to attend 
women’s colleges.  She explained, 
I really strongly try and encourage a lot of women to go to single-sex schools.  I 
think it’s really beneficial for their education.  Women were in every leadership 
position.  It was never a question as to who is going to run anything, it was just 
women.  You never really ended up noticing that there weren’t men in the classes.  
We never felt like we weren’t getting that perspective. (Interview, October 6, 
2014)  
Shelly’s negative experiences in high school and the empowerment she felt attending an 
all-female college helped to shape her views.  Shelly’s views aligned with those of 
feminist theory.  She was very aware of how her students had been socialized to accept 
sexist thinking, and she had faced sexism in her own life.  
Another important part of Shelly’s identity that encouraged her to promote gender 
equity was the fact that she was a mother of two young girls.  Shelly worried that we 
were socializing young women in even more gendered terms.  She told this story about 
picking out toys for her daughter: 
You know, my daughter doesn’t really have pink things.  We returned a pink 
shopping cart we had, because why is it a pink—why does a shopping cart need to 
be pink for her to want to play with it? (Interview, October 6, 2014)  
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Shelly was also concerned about what messages pink toys may have been sending 
women.  Additionally, she wondered how we were supposed to place more women in 
business and in engineering when there were products like this one that she had 
described.  She said, “[I saw] a tee shirt with an ‘I’ and then a broken heart next to math 
and they all say, ‘I hate math,’ and they only sell it in the girl size, they don’t have a boy 
size” (Interview, October 6, 2014).  Shelly tried to break these stereotypes in her own 
teaching and in how she raised her young daughters to be feminists.   
Beliefs about gender equity and teaching gender equity.  Shelly scored 5 out of 
5 on the FIDS, which demonstrated an active commitment to the feminists’ movement.  
Shelly’s strong feminist views developed early in high school.  When asked about her 
views, she replied, “I totally consider myself a feminist.  I considered myself a feminist in 
high school” (Interview, October 6, 2014).  Shelly credited her parents, who were self-
described feminists, for helping her develop strong feminist views.  She said, 
My parents who are incredibly supportive in telling me that I could do whatever 
to do that, you know, that I could be successful, and I think people use the word 
“feminism” as a derogatory term but I didn’t.  I mean, I figured why not want to 
be equal?  Why is this a bad thing? (Interview, October 6, 2014)  
Even though she firmly believed in equity, she knew that was not a reality for many 
young women.  She stated, “There are definitely inequalities in terms of pay and there’s, I 
think, inequalities in terms of leadership, in the political and business arena.  I mean, you 
have token women, but they are not the norm in society” (Interview, October 6, 2014).  
Shelly wanted more women in politics and business.  She tried to inspire this by 
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encouraging young women to join National Honor Society, which she advised, and 
mentoring young women through a program called Step Up to Excellence.  In both cases, 
she encouraged the female students with whom she interacted to take science, 
mathematics, and business classes.  She told her female advisees and mentees to speak up 
in class discussion and to not shy away from challenging classes.  Moving women from 
feeling like victims to active resistors who can change their circumstances is part of 
critical feminist theory.  While Shelly’s work outside the classroom related to CFT, her 
work inside the classroom was more aligned with feminist theory, neglecting the critical 
piece.  According to Shelly, designing a curriculum that was gender-equitable came 
naturally, partly because of her background as a high-achieving woman who attended an 
all-women’s college, and partly because of her dedication to finding ways to represent 
those left out of the history books.  Shelly modified her curriculum to include more 
women in the content she taught, but it did not always examine the systematic structural 
forces that drive gender inequity. 
Gender equitable-teaching/Gender-equitable curriculum.  Shelly often 
modified the curriculum to include women.  Shelly taught 9th-grade Modern World 
History, as well as a senior-elective Art History.  She admitted that women were not 
covered much in art history, so she went out of her way to add them to the curriculum.  
She said, “There’s definitely not a lot of female artists that are focused on.  I focus on 
some of the main ones because it is a survey course, but I make sure they are highlighted” 
(Interview, October 6, 2014).  Shelly was careful not only to cover women but also in 
how she covered them.  She explained:  
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Georgia O’Keeffe, people always sexualize her art and she gets really insulted by 
it.  And she doesn’t want it sexualized.  She just wants people to notice the 
smaller things in life. So I say to the class look at this painting.  I was like, “It’s 
vagina.”  And they like sort of, “Close my eyes and I don’t want to look.”  And 
then I say, “But that’s not what she wants you to see.  That’s what the world 
sees.” (Interview, October 6, 2014)  
Shelly took the time to research the female voice, whether it was an artist’s or an 
historical figure’s.  She wanted historical women to be understood, rather than simply 
acknowledged.  In her World History class, for example, Shelly taught about how women 
were treated and mistreated.  She said, “Mary Wollstonecraft.  We talk about how she’s 
really ignored and put down and they get it that it’s really she’s paving the way for future 
women to try and get votes” (Interview, October 6, 2014).  Shelly reached beyond the 
textbook in order to cover women.  She said she did use the textbook as a foundation, but 
she went above and beyond that.  In her opinion of the textbook, “Women become the 
side bar not the main story” (Interview, October 6, 2014).  In her classroom, she wanted 
women to be part of the main story.  This was very much aligned with feminist theory, 
which seeks to examine women’s social roles and histories. 
Gender-equitable practices.  In Shelly’s three Art History classes, she did not 
use the text; instead, she incorporated paintings from many diverse artists and created 
interactive lessons in which the students engaged in interpreting the work.  Both her male 
and female students went to the board an equal number of times (see Appendix I).  Shelly 
was cognizant of who participated in her classroom.  She said, 
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I try really hard to foster students to speak up, male or female.  I try and make it 
so that there’s not dominant presence and most often dominant personalities tend 
to be some of the boys in class.  I try to make sure I’m calling on women just as 
often as I’m calling on men even they are not raising their hands. (Interview, 
August 7, 2015) 
Another notable practice of Shelly’s was her work mentoring young women.  
Shelly mentored young women in several ways.  She had previously been part of a 
school-based program that supported women and students of color in taking AP classes.  
Through a different program, Shelly mentored four young women from lower 
socioeconomic classes to travel, to participate in community service, and to take 
advanced classes, with the hope that they would attend college and better their social 
opportunity.  Shelly explained, “[The mentoring program] provides young women from 
disadvantaged backgrounds with the supports, opportunities, and role models that they 
may not otherwise be able to rely on” (Interview, January 4, 2016).  Shelly also ran the 
school’s National Honor Society and encouraged female students to join.  While Shelly 
worked outside the classroom to promote women, in her classroom she may have missed 
some opportunities to expand her gender-equitable practices.  
Evaluation of gender-equitable teaching: Missed opportunities.  I did not 
observe any lessons that focused explicitly on gender inequity in Shelly’s Modern World 
History class, even though I had asked to see these types of lessons.  From the lessons I 
did observe, Shelly focused more on the inclusion of women rather than looking at a 
system of patriarchy.  I did observe lessons in which Shelly incorporated marginalized 
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groups in terms of social class (Classroom Observation, November 11, December 2, 
December 12, 2014).  Shelly explained that part of her teaching philosophy was to 
highlight who was often left out of the conversation.  Shelly often started lesson planning 
by thinking about “who’s not present” (Interview, May 12, 2015), but this focused on 
social class rather than on gender.  Shelly did perform some parts of critical feminist 
work, especially with promoting women outside the classroom, but she fell short by not 
using critical feminist theory to analyze dominate power structures for men and women 
and how those structures reinforce male dominance.   
Similar to Alex’s use of race, Shelly seemed to spend a lot of time on social class 
issues.  Alex’s passion for explaining racial injustice and Shelly’s passion for discussing 
class disparity demonstrated how they had an understanding of marginalized groups.  
Yet, they may not have been applying that understanding to their lesson planning.  Shelly 
explained that sometimes her lesson focused “not necessarily on gender but a lot of 
[social] class” (Interview, May 12, 2015).  One lesson I observed corroborated that 
statement.  It was on the Berlin Conference in 1884; more than learning the dates of the 
conference or the specific details, she wanted the students to understand who was not 
present at the conference.  She wanted her students to understand how Africans were 
marginalized and left out of a conference about their own continent (Classroom 
Observation, December 19, 2014).  However, Shelly missed an opportunity to explain to 
her students that women were also not represented at the conference.  She was teaching 
empathy towards one group but ignoring another.  This was problematic from a CFT 
standpoint, because it did not provide an opportunity to give voice to women, which is 
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one of the goals of CFT.  
Like the other participants, Shelly did not share or speak about gender equity with 
her colleagues.  When I asked Shelly if she advocated for gender equity at department 
meetings, she said she did not feel a need to.  She explained, 
I don’t feel like I’ve ever thought that people are not supportive of women and 
education.  I feel like everyone really is.  So I never felt as though my thoughts 
have not been echoed by everyone else in the room so I didn’t necessarily speak 
up—I didn’t see a problem in terms of what we were doing. (Interview, October 
6, 2014) 
Shelly did not think it was necessary to share her beliefs or practices around gender 
equity because she assumed everyone had the same practices and beliefs as her. Yet, by 
not speaking up, she could not be certain that her colleagues had the same practices and 
beliefs.  This suggested that Shelly may have been a feminist but not a critical feminist.  
Critical feminists see how institutions, such as schools, reinforce patriarchy, and they 
want to expose the inequity.  Critical feminists not only include more women in their 
curriculum but also teach about the social and political power structures that reinforce 
female submission.  Shelly failed to include lessons that examined the system of gender 
inequity; therefore, her students could not fully understand that women’s outcomes are a 
result of the social structures in place. 
The Case of Michelle Sargent 
Background as it relates to beliefs on gender equity.  Michelle is a 34-year-old, 
White female who was in her 11th year of teaching at the time of the interviews for this 
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study.  She went to a women’s college for her undergraduate degree.  Michelle expressed 
that her colleagues did not share her views of feminism or gender equity.  Michelle felt 
that she was an advocate for feminism in the department, but this was a difficult one.  She 
explained, 
I think that even more progressive members of our department have in some 
ways very traditional ideas about gender.  I think the perception of me is that I’m 
always calling people out when they say stuff.  And—it is frustrating because I 
think I’m very careful about what I do.  And I think that a lot of the men who 
were friends within our department have limited exposure, but I think they have a 
select sample of female friends who tend to be a little more forgiving. (Interview, 
October 8, 2014)  
Michelle explained that she would advocate her beliefs more if she did not fear 
being pigeonholed as the “angry feminist.”  Michelle felt that her background had a lot to 
do with her developing her feminist ideology.  For example, attending a women’s college 
helped reinforce many of her views of feminism.  She stated, “I think fundamentally that 
the experience [going to an all-women’s school] reinforced for me that women could 
benefit from learning in that environment” (Interview, October 8, 2014).  She explained 
how her college helped her open up to new ideas and to understand sexism.  She 
explained, 
I tend to have pretty progressive ideas about gender, both in terms of issues of 
sexism and also issues of gender—gender expression and gender 
nonconformity—and things like that.  So I think that environment—sort of 
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opened me up to a lot of those ideas that I probably—or maybe wouldn’t have 
encountered, and sort of gave me a friend group that tended to be probably a little 
bit more progressive and aware of those issues than if I had gone to school 
elsewhere. (Interview, October 8, 2014) 
Her college experience was significant in shaping her beliefs, and she thought about 
issues of gender and sexism.  Michelle, out of all the participants, aligned most closely 
with CFT.  She was able to analyze her environment and see inequity on both a macro 
and micro level, critiquing everyday practice that occurred in her school.  Michelle was 
aware of conversations in the lunch room, events in her local community, and comments 
in the hallways.  Since Michelle paid careful consideration to micro-aggressions, she was 
the most thoughtful of all the participants about the daily impact of sexism in her school 
and in the community.  Michelle did not view women as victims but rather as survivors 
of their circumstances. 
Beliefs about gender equity and teaching gender equity.  Michelle was a 
feminist and scored a 5 out of 5 on the FIDS, which demonstrated an active commitment 
to the feminist movement.  One of Michelle’s primary reasons for teaching was to 
promote social justice, include gender equity. A significant concern was that her students 
had not yet come to terms with sexism in society.  She explained, “I think that a lot of 
boys . . . have trouble with the concept [sexism] that even if they specifically are not 
acting in a sexist way, they could still be perpetuating like systematic or institutional 
sexism” (Interview, October 8, 2014).  She did not believe the curriculum took time to 
deal with issues of gender.  She explained, “I don’t think it [the curriculum] does a great 
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job like including women” (Interview, October 8, 2014).  Part of Michelle’s goal as an 
educator was to make her students good citizens, and, to do this, her students had to learn 
about the gender equity issues that were not traditionally covered in the history textbooks 
or in the curriculum.  
 Gender-equitable teaching/Gender-equitable curriculum.  Michelle cited that 
one of her goals as an educator was to find more resources that included women 
(Interview, October 8, 2014).  However, during my observations, Michelle showed she 
was able to include women in her curriculum, and she taught about sexism, mainly 
through class discussion.  She explained,  
I guess my way of getting around that [lack of curricular material] is to bring it up 
informally.  If I ever hear anything on the radio or I’m watching something or if I 
hear a kid says something, like a comment that could be interpreted as sexist, even 
if they didn’t mean it that way, then I usually call it out so we can talk about it in 
class. (Interview, October 8, 2014) 
 A particular example of this was from a local news story that described a rape 
that occurred at a neighboring college.  Michelle worried that her students were 
conceptualizing the event in terms of blaming the woman who was a victim.  This was 
triggered by a male student who said that rape was in part the fault of the woman, 
because she invited the man back to her dorm.  Michelle described, “It was frightening in 
terms of the ease and speed with which kids were quick to blame her, which is not 
unusual” (Interview, April 29, 2015).  She felt the comment was important enough to 
stop the lesson she had prepared for that day and to spend a whole class period 
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deconstructing that comment and using that situation to teach about blaming the victim 
and the historical oppression of women.  She stopped her entire lesson for the day and 
spent the class time discussing this issue.  She explained, 
I didn’t want to just tell them what to think.  I tried to offer some perspective on 
whether she could take any action short of ‘please rape me.’  That would mean 
she was asking for it.  For some kids, that was a question that got them really 
thinking and for some kids, it didn’t really make a difference. (Interview, April 
29, 2015) 
What Michelle was trying to teach the students was the concept of blaming the victim 
often connected with females and rape.  She wanted her students to understand that 
women are not at fault when they are assaulted (Interview, April 29, 2015).  When I 
asked her if she thought if the discussion about the rape had any impact on her students, 
she said she could not be sure, but she felt it was a good sign that her students wanted to 
talk about it again.  In fact, she explained that over six months later her students were 
asking about the “last debate we had about the female who was raped.  They wanted to 
talk about it again” (Interview, April 29, 2015).  Michelle, herself, might not have felt 
confident that she had changed the sexist beliefs of every student, but she did see her 
students’ responses as a sign that they were thinking about these issues.  This could 
suggest that students really wanted to discuss issues of gender and discrimination further, 
but the social studies classrooms were not making room for this kind of open dialogue.  
Michelle was willing to make room for this kind of discussion, even if it did not 
fit into the traditional curriculum and even if it meant she fell behind.  She confessed, 
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“I’m like three weeks behind, because I … often discuss current issues” (Interview, April 
29, 2015).  Michelle believed discussing current events, like a campus rape, did make a 
difference to students in reducing sexism in her students.  Social change was an important 
part of her teaching philosophy, and she was not afraid to discard her lesson for the day 
and use her classroom as a way to expose her students to sexism, racism, and classism.  
Michelle strived to teach about sexism in both subtle and explicit ways.  She described a 
lesson she taught in a world history classroom with 9th graders:  
In Modern World, we’re talking about the Code of Napoleon.  And so we were 
having—the kids read excerpts from it.  And one of the things we talked about is 
divorce laws at the time in France, which were such that if you were male you 
could prove that your wife cheated on you then you could get a divorce.  But if 
you are female, you had to prove that your husband cheated on you in your home, 
otherwise, you can't get a divorce.  This became a good starting place for an 
explicit conversation about sexism in France. (Interview, October 8, 2014) 
Michelle also mentioned how she taught about sexism in more subtle ways that 
were not part of the traditional curriculum.  She found ways to infuse discussions on 
gender equity into her teaching daily.  She said, 
We just finished industrialization.  And we’re doing this project where the kids 
were like pitching ideas for new inventions.  And one of the inventions was the 
Dixie cup.  So two kids were presenting—boy and a girl were presenting.  And so 
the two kids were up there presenting and the boy started to say something and 
the girl who was up there with him was like, “No, no.  I got it.”  And she said to 
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the kid who asked the question, she was like, “You—say you don’t mind washing 
those dishes but let me ask you, do you wash those dishes or does your wife wash 
those dishes?”  Everyone was like excited about the comment.  But that was an 
opportunity where we talked about sexism. (Interview, October 8, 2014) 
With the discussions about the local rape, lack of divorce rates, and traditional 
gender roles, Michelle was practicing CFT.  She was looking to expose, critique, and 
change gender inequity.  She did this as part of her daily practice by paying attention to 
the language of students and using opportunities to examine gender.  This was what set 
her apart from simply being a feminist, as a critical feminist she had the desire to 
empower her students for change, and she exhibited a daily commitment to exposing 
patriarchy.  Michelle described electives as an easier place to practice CFT.  She said,  
There’s more room in the curriculum to devote time to women’s issues in an 
elective class, generally there is a little bit more room to kind of play with, like, if 
you notice that that was something kids were really interested in, then you could 
spend more time on it.  And you don’t always have that freedom in a core course. 
(Interview, October 8, 2014)   
Michelle taught two AP Psychology, one Modern World History, and two Modern United 
States History courses.  Michelle, similar to Jay, explained that electives did not have 
common assessments and, therefore, allowed more flexibility.  In fact, Michelle also 
believed that if you had the right mix of teacher and flexibility, then the whole class 
could be taught with a feminist lens.  She said, “depending on the elective and on the 
teacher you could probably teach the whole class from like a feminist perspective” 
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(Interview, October 7, 2014).  Michelle was one of the early advocates for a gender 
studies course at her high school. She also thought daily about ways to teach about 
gender equity both informally and formally in her practices. 
Gender-equitable practices.  Michelle’s self-assessment and my observations 
showed that, her strengths as a teacher were her passion and knowledge for the 
curriculum, as well as her ability to connect with her students.  When asked about her 
strengths, she responded modestly by stating,  
Student engagement.  I think I love what I’m teaching and so that translates.  I 
think I am pretty good at making connections between what I’m teaching and—
and the importance today, which I think is fundamental for kids to understand. 
(Interview, October 8, 2014)   
Similar to other teachers in the study, Michelle often connected women’s history with 
present-day gender inequity in order to make history more accessible for her students.   
In one class observation, Michelle’s showed the movie Iron Jawed Angels (Katja, 
2004) to further exemplify the struggle women faced in gaining the right to vote.  During 
the video, Michelle often stopped the tape, reminding students how hard women fought 
for the right to vote.  Throughout the entire lesson she took time to point out that the 
young women and men in the room today should be thankful for the hard work of the 
women before them (Classroom Observation, December 11, 2014).  She wanted her 
female and male students to appreciate the efforts of the feminist movement, as well as 
understand that their current privileges, such as voting rights, come from the work of 
women before them. 
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 Michelle would often take the first 15 minutes of class to discuss current events, 
often related to gender even if it was not part of the explicit curriculum.  For example, 
three classes she spent discussing the policy of transgender bathrooms (Classroom 
Observation, November 19, November 20, November 21, 2014).  Michelle used her 
students’ interests in current events as a starting point or resource for teaching about 
gender equity. 
Even though social justice and gender equity were important to Michelle, she still 
saw that there were barriers for teachers who wanted to practice gender-equitable 
teaching.  The most prevalent was time.  She explained how the Roe v. Wade decision 
was coming up in her curriculum, and she wanted to spend a lot of time on it, but she was 
behind the other teachers in her department.  She described the pressure to keep up so her 
students were ready for the common assessment at the end of the year, while still taking 
time to discuss important issues of social justice, as “a constant problem” (Interview, 
April 29, 2015).  Michelle had to decide: “This is what’s important to me to talk about 
social issues versus get through what the state has mandated” (Interview, April 29, 2015).  
In the end, Michelle felt her students learned more even if they did not perform as well on 
the common exam.  In the second half of the year, she “took a lot of time out of the 
curriculum to talk about gender and social justice, and they didn’t do as well on the exam 
as they had done on the midterm, but [she] also [felt] like they learned more” (Interview, 
April 29, 2015).  Michelle, similar to other participants in the study, made a choice to 
spend time on women’s issues and issues of social justice, because she believed it was a 
more important part of educating her students. 
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In the eight classes I observed, females and males were called on equally (see 
Appendix I).  She used praise often, especially with young female students.  Beyond this, 
Michelle was reflective about her own practices.  She discussed lessons with coworkers 
and would often send articles, especially those concerning women’s rights, to her 
colleagues on weekends.  She had spearheaded the initiative for a women’s history 
elective offered at her high school.  She also advocated for calling the elective “gender 
studies” in order to make sure it was inclusive of both men and women’s issues.  Since 
Michelle operated from a critical feminist lens, she did not want a class that just taught 
about women, but rather a class that looked at how traditional gender norms can set up a 
system of domination for groups in power.  Her awareness of the importance of titling the 
class “Gender Studies” rather than “Women’s Studies” was an example of how Michelle 
subscribed to critical feminist theory rather than just feminist theory.  
 Evaluation of gender-equitable teaching: Missed opportunities.  Michelle, out 
of all the participants, was the most self-critical and aligned closest with CFT.  She felt 
she did not do enough to counter the lack of women in the textbook (Interview, October 
8, 2014).  She explained that she allowed the students’ interest to lead the discussion 
about gender equity, rather than proactively plan for it.  She also admitted that she relied 
on the textbook too much, and it did not do a great job covering women.  She said,  
Yes, I do use the textbook a lot.  I definitely do not do a good enough job 
covering women.  I mean I used a lot of other sources for sure but I don’t 
specifically think about, like, women are not mentioned here, let me find a source 
that addresses that, I definitely don’t do that, which I should but, again, there’s 
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that issue of, like, never having enough time to do everything, like, how much of 
my time do I want to spend finding other sources. (Interview, October 7, 2014)   
Michelle openly admitted she was not doing all she could or should to include women in 
the curriculum.  Michelle also did not share with colleagues on a regular basis.  She and 
Tina had interesting reasons for not sharing, which is discussed in the cross case analysis 
section. 
The Case of Tina Smith 
 Background as it relates to beliefs on gender equity.  Tina Smith is a White 
female who was in her early 30s and had 10 years of teaching experience at the time of 
the interviews for this study.  She had taught in both Massachusetts and North Carolina.  
Tina expressed that teaching was what she intended to do for the rest of her career, 
because it gave her a chance to help students see multiple perspectives.  She explained,  
I’ve always wanted to be a teacher ever since I was a little kid, and I just enjoyed 
kids getting interested in the subject and letting them learn about history and all 
the multiple perspectives that go along with it. (Interview, November 1, 2014)    
Tina’s background was formative in shaping her beliefs.  Tina was raised in the South, 
where she experienced sexism.  She described the sexism in the South: 
Well, I think especially down South, it is a male-driven society.  And they may be 
doing things because they’ve always done it this way or they’ve always thought it 
this way, but when you really look down to it, they really are sexist because they 
think of the certain roles that women are supposed to be doing such as family or 
what’s expected of them.  Especially down South, what’s expected of a young 
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female is that she is supposed to be married by a certain age and have children.  
But that’s not always the case and then therefore if she doesn’t, there’s something 
wrong with her.  Not that there’s something wrong with the guys, there’s 
something wrong with the girl.  So I think those kinds of expectations, even the 
females do it, show sexism as well. (Interview, November 1, 2014) 
Tina explained how she grew up in a male-dominated community and family.  She said,  
I was born and raised in Winston-Salem, North Carolina.  I grew up with a pretty 
male-dominated house.  I’m the youngest, and I’m the only girl.  So I right from 
the get-go wanted to do everything that the boys did and never played with 
Barbie’s, never played with dolls.  I have like one or two baby dolls, but I didn’t 
really play with them.  I played with GI Joes and Transformers.  And so I think 
right off from the bat I was kind of socialized into thinking and really liking what 
the boys are doing because I just wanted to be like my brothers. (Interview, 
November 1, 2014) 
Tina recalled understanding gender bias from an early age, but many of her ideas 
about feminism were solicited through her schooling.  She said, 
I think in a sense I had an undercover kind of gender bias towards boys.  I got 
along well with girls too, but I got along well with boys a lot.  I had a lot of guy 
friends until middle school.  So that’s how I started out.  And when I went off to 
college, I went to a very liberal college where I took a couple of sociology classes 
and kind of came to terms with some of the ideas that I was thinking.  Then I went 
off to grad school and now I feel much more of a feminist, fighting more for 
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women’s rights, especially after learning the history of women and what they’re 
fighting for. (Interview, November 1, 2014) 
Tina cited her mom as a positive role model, someone who gave her an understanding 
that a woman could have many roles.  She explained,  
I think it’s important for women to know that there are goals that they should set 
and where to go.  I remember as a young child going and doing the “Take Your 
Daughter to Work,” and my mom took me to work every time they had that.  It 
was very powerful to see women working and doing jobs instead of what you see 
on TV of staying at home, especially during our growing up, our age. (Interview, 
May 2, 2015)  
Tina moved out of the South after a few years of teaching to attend graduate 
school, because she was looking for new opportunities.  Yet, she still experienced sexism 
in the North.  Tina recalled,   
There is sexism throughout the society.  I mean, just the other day my friend took 
her dog to the vet because he was sick and the vet wouldn’t even talk to her.  He 
would only talk to the boyfriend that was with her, that wasn’t even the owner of 
the dog.  You see the same like if you go into stores or buying a car.  We see it 
even with jobs and even how people treat women compared to men. (Interview, 
November 1, 2014)  
She had also experienced sexism in her teaching career.  She explained that at parent-
teacher conferences, male teachers were treated better:  
 
 
109 
With a male teacher, they are less likely to be questioning what they are doing.  
I’ve seen it multiple times and also the same thing as a female teacher, and they’ll 
question me more.  I think it has to do with not only that I am younger in some 
cases but also because I’m a female. (Interview, November 1, 2014)  
Tina’s experiences with sexism, both in the teaching field and from growing up in the 
South, sparked a passion for feminism, which she translated into the classroom. 
 Beliefs about gender equity and teaching gender equity.  Tina considered 
herself a feminist and ranked a 5 out of 5 on the FIDS, which demonstrated an active 
commitment to the movement.  She believed that there was still a lot of overt and 
systematic sexism in our society.  Like other participants in the study, she described the 
teaching profession as being devalued, because it is a traditionally female profession.  
Tina said,  
The teaching profession gets a lot of criticism, and I think it kind of leads us back 
to how it was female-driven job for a very long time, and that’s why it’s kept low 
on the pay scale but also how people regard it. (Interview, November 1,
 
2014)  
Tina often cited the patriarchy in our male-dominated society, specifically how women 
were objectified in the media.  Tina described how being in this study, and the events 
throughout the year, actually strengthened her feminist views.  When asked how her 
views changed throughout the year and during this study, she responded: 
It’s fired me up more to be more of a feminist with issues that have been going 
on.  The sexism we are going to see with Hillary Clinton.  Even if you don’t 
support Hillary, you can still respect her for her willingness to go out there when 
 
 
110 
the media is not going to be as fair to her as they would be to a male candidate. 
(Interview, May 2, 2015) 
Tina mentioned that the upcoming election and other current events had solidified 
her desire to be a gender-equitable teacher.  Additionally, Tina, like Michelle and other 
participants, often used current events as a method to teach gender equity.  She explained 
how connecting the past to the present “helps interest the kids in multiple ways.  They 
can also look at things more critically today as well as make sense of what’s going on 
today” (Interview, May 2, 2015).  Tina applied the critical feminist lens, because she 
asked her students to examine the patriarchy in the current power structure and how it 
marginalized women. One example of this was when she discussed the underlying sexism 
in the current election when she was teaching about voting rights for women. Tina took 
the time to remind the students that women received the vote only a century years ago 
and we have never seen a woman president.  She asked the students some headlines they 
hear about Clinton and some words reporters used to describe her.  The students 
responded with frumpy or bitch.  Tina then explained how these descriptions of Clinton 
may be related to the historical sexism women have faced in voting and elections.  
(Classroom Observation, November 20, 2014).   
Tina believed that women were undervalued and underrepresented in the social 
studies classroom, and she saw it as part of her duty to reduce sexism in her teaching.  
Tina worried that what the students were learning, or not learning, was contributing to 
sexism in our society.  She explained, “I think in order for us as a society to grow, we 
need to get rid of the sexist feeling” (Interview, May 2, 2015).  Tina aligned with CFT 
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because she not only promoted a more gender-inclusive curriculum but also hoped to 
enact social change by reducing sexism.  She thought many of her students were ignorant 
about the existence of sexism:  
Even though these kids may not think they’re sexist, they actually are in these 
ways that they’ve been socialized and the way they think or even like the small 
little jokes they’ll make about women in the kitchen.  The only way for our 
society to move forward is to eliminate sexism.  And I think teaching helps with 
that because we’ll show gender inequality and why that keeps us behind other 
countries of the world. (Interview, November 1, 2014)   
A large part of Tina’s teaching philosophy was to teach women and men about feminism.  
Tina worried that even female students might not be interested in learning about women’s 
rights:  
There’s a lot of females that I’ve encountered that do not want to be feminists or 
do not want to be learning about women’s history, and I think that’s something 
that teachers need to work on because we’ve never been taught women’s history, 
because all that’s in history is men. (Interview, November 1, 2014)  
She worried about the following: 
There’s not the sense of pride like we had with the women’s movement in the 
‘60s and ‘70s.  I think people kind of put a negative label on people like the 
feminists that wanted to make change. (Interview, November 1, 2014)   
Tina’s “goal [was] to really just open students’ minds.”  She said, “I mean they’re at this 
point in their lives where they’re going to start questioning even more and really develop 
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a sense of who they are and what they believe” (Interview, November 1, 2014).  In 
observations of her teaching, Tina implemented several teaching practices that 
emphasized gender equity.   
 Gender equitable-teaching/ Gender-equitable curriculum.  Tina spent 
additional time planning to find more inclusive texts and sources for her students.  
Beyond finding more resources to include women, Tina made it her daily practice to 
teach about women and women’s issues, even if it was not in the traditional curriculum.  
In one class, Tina was teaching about the foundations of government to sophomores.  
During the class, she often made references to inequality between men and women.  In 
one instance, Tina told the class, “Ladies pay attention!  Women make up 51% of the 
population, but only 20% of government, and we have never seen a woman president” 
(Classroom Observation, November 20, 2014).  The female students reacted to this with 
shock, and this provided a starting point for Tina to discuss systematic sexism.  Tina 
often connected women of the past to issues of gender in the present in order to make 
history accessible to her students, as she did in this example.   
Tina looked for curricular materials beyond the text to promote gender equity.  
Tina described an upcoming lesson: 
One thing I’m going to be doing is showing parts of the PBS film called The 
Makers, which is really good about women’s history and the fight that women go 
through to get equal rights.  So we’ll be watching nice clips from there for them to 
see all the different struggles that women endure.  And I did that last year with my 
classes, and it really opened a lot of people’s eyes, female and male, about the 
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struggles that women have and really kind of understanding women’s issues. 
(Interview, November 1, 2014) 
Tina found time to cover women’s issues in her core history class, even when the 
curriculum did not call for it.  Tina spent hours outside of work modifying the curriculum 
in order to include the voices of marginalized groups.  She explained why she did this:  
I wanted to continue to add more because there are so many places in our 
curriculum where it’s constantly talking about men and what they did, and there 
are very few things about what women did. (Interview, May 2, 2015)  
When interviewing Tina, she described a multitude of lessons she had created or 
she had modified to include women.  One example in which Tina modified the 
curriculum to include women and connect the past and the present occurred at the end of 
her civil rights unit.  She had the students break into groups and testify before Congress 
about current issues and make recommendations for change.  Some students examined 
how Hillary Clinton and other women in politics were judged differently than men and 
how the media attacked them.  Other students also researched reproductive rights for 
women and made recommendations to prevent the closure of health clinics in certain 
states (Interview, May 2, 2015).  This lesson promoted CFT, because it attempted to not 
only reveal the power struggle but also look at how groups resist it (Woods, 2003).  Since 
the students proposed ways to protect women’s rights, they moved from the position of 
victim to one of empowerment, which is a key goal of critical feminists. 
Tina often modified her curriculum to go beyond the traditional state standards or 
text.  Other lessons included a Socratic seminar on the Lowell Mill Girls, who were 
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among the first groups of working women during the first wave of Industrialization in the 
United States.  During the seminar, the students were asked to connect their work with 
the waves of feminism (Classroom Observation, December 22, 2104).  Students were 
able to, as Tina put it, “dive deeper in issues like that instead of just like, ‘Oh girls 
worked at the mills and this happened.’  I try to let them see the ripple effect of history” 
(Interview, May 2, 2015).  Again, Tina used CFT to analyze the dominant power 
structures and the results for each gender. 
Tina described lesson planning as a passion of hers, and she made sure to include 
the underrepresented voice in her lessons.  She said, “I love lesson planning more than 
anyone probably.  I love it, and I like to dig really deep and find and pick and choose 
from all different perspectives” (Interview, May 2, 2015).  Tina wanted, as she described, 
to make the underrepresented groups in history a larger part of the story: “I think it is safe 
to say that I take the side notes from the history book and try to bring it more to the 
forefront” (Interview, May 2, 2015).  When asked what gender-equitable teaching looks 
like, Tina said this: 
I think what it would look like would be one teacher that brings in information 
from all different perspectives, but includes the women’s experience and not just 
taking it from just the man’s experience, which is what history really has been.  
It’s written by men because they are, in a sense, the winners or the ones who 
wrote history for the most part until recent years.  So, that’s why we are starting to 
see a change in history. (Interview, May 2, 2015) 
Tina used CFT to guide her practices not just to include women, like some of the other 
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participants, but to empower women.  
 Gender-equitable practices.  Beyond her work in the curriculum, Tina was also 
conscious of making sure her practices were gender equitable. In the eight classes I 
observed, she called on both males and females equally, even if she had to draw out the 
females at times.  Tina was reflective about which students she called on and how often.  
She explained, “Sometimes you will see in teaching, you call on boys more because 
they’re more likely to talk and they’re louder” (Interview, May 2, 2015).  Tina worked 
hard to make sure females were included in class discussion.  
By the end of each period, I hope to have both males and females speak at least 
once, even if it’s reading something or if it’s getting their opinion on something.  
Sometimes more than once, but I try to hit on each and every student at least once 
and every period so they have some kind of ownership in the class. (Interview, 
May 2, 2015)  
During the classes I observed, Tina moved around the room with ease, often stopping at 
students’ desks to check for understanding, making sure to reach the shy females as much 
as the boisterous male.  She would encourage her students often, and there was a strong 
feeling of positivity in the air (Classroom Observation, December 2, 2014).   
 She also encouraged female students outside of the classroom and worked to build 
relationships, as she mentored several young women through a program at her school.  
Tina described her experience mentoring one young woman:  
I like to show her what a stronger female is.  How it is to go after what you want 
instead of I think sometimes society tells us that women should be patient, not as 
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loud and boisterous and stuff like that and this.  I think working with her has 
allowed her to open up a little bit more. (Interview, May 2, 2015)  
Tina’s students and mentees reacted positively to her practices.  For example, 
when it came time for the students to choose research paper topics, many of the students 
chose to look at women’s issues, such as the wage gap or sexism in the media (Interview, 
May 2, 2015).  When asked why so many students chose the topic of women’s rights, 
Tina thought the students were “trying to make sense of what’s going on and especially 
the females [she had] in class, they finally [had] a chance to dig deep into something that 
they [could] really connect with as a woman” (Interview, May 2, 2015).  Tina also cited 
her passion for women’s rights as a possible reason her students seem interested in the 
topic:  “I am definitely excited about that topic, so sometimes it’s a little infectious” 
(Interview, May 2, 2015).   
Beyond this, Tina was the only participant who readily spoke of sharing with 
colleagues.  In order to do this, she spent weekends speaking with other history teachers 
about how to improve her lessons.  She often called her colleagues with an exciting idea 
about a lesson or a field trip.  She invited colleagues in to see her teach, and she asked for 
constant feedback.  She met often with administration about ideas for new curriculum or 
new courses.  She was a large part of an initiative to offer a gender studies class to the 
students at her high school.  During the 2014–2015 school year, Tina shared over 10 
lessons, specifically including women in ways that were not covered in the traditional 
textbooks.  Tina would often send some of her colleagues articles about feminism and 
women’s rights.  During the 2014–2015 school year, Tina sent approximately one article 
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every two weeks.  Tina had a clear desire to promote gender equity and an intense work 
ethic coupled with a genuine love of her craft.   
 Evaluation of gender-equitable teaching: Missed opportunities.  Tina shared 
her beliefs and practices about gender equitable education the most of all the participants.  
Additionally, she and Michelle aligned closest with critical feminist theory, because they 
not only taught a more inclusive gender-equitable curriculum but also sought to empower 
their students and create social change.  The one area where Tina lacked was advocating 
for her beliefs about gender equity.  When asked if she advocated for her feminist views 
in her department, she responded: 
 I don’t think I do it as much as I would like to.  I sometimes don’t feel supported. 
Sometimes I feel that I’m worried about the label.  “Oh that girl always goes to 
gender.” Or being that complaining woman.  I think those are still horrible 
stereotypes that we still have in the world today.  I’ll still speak my mind, but I 
think there are times that I do catch and hold my tongue for professional reasons.  
You never know how they might, not retaliate, but how people’s perceptions may 
not be so positive for you. (Interview, May 2, 2015)   
While the other participants did not share because of a lack of time or they felt it was not 
necessary, Tina (although she still shared the most of any of the participants) and 
Michelle were all too aware of a possible stigma.  Michelle and Tina had many 
similarities in their views and teaching practices. 
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Cross-Case Analysis 
 For the cross-case analysis, I first analyzed each of the teachers in terms of the 
initial research questions examining beliefs, curriculum, practices, and advocacy. Then I 
drew out the significant commonalities and differences, which are reported below. 
Beliefs  
 The spectrum of gender equity: Feminists vs. Critical Feminists.  Each teacher 
had strongly held feminist beliefs and believed sexism was prevalent and a problem in 
society.  Each teacher recognized the stratification of women and the domination of men 
in government, business, and media.  These beliefs served as a foundation for gender-
equitable teaching—without them it would become a challenge even to take on the task 
of gender-equitable teaching.  Without the core feminist beliefs that each of the teachers 
held, they would not have been gender-equitable teachers. 
 All of the participants’ backgrounds helped shape their beliefs in one way or 
another.  Each participant had felt marginalized at some point in their existence.  Alex, a 
biracial man, felt ostracized because he did not fit into any specific racial identity.  Liz 
faced overt sexism during her time in the military.  Shelly had faced sexism in her 
schooling when labeled a smart female and when compared to males.  Jay left the 
business world as he felt uncomfortable with the male-dominated patriarchal norms.  
Tina felt blatant sexism growing up in the South.  Michelle and Tina felt discrimination 
in their teaching careers.  These experiences helped shape each participant’s views and, 
more importantly, created a passion for feminism, which they translated into their 
classrooms. 
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   It is important to recognize where the beliefs and practices each of these teachers 
fit into the pattern of feminist and critical feminist theory. Shelly was the one teacher 
whose beliefs and practices strictly followed feminism, but she did not make room for the 
critical piece.  Shelly explained her goal as a teacher “[was] for her students to read and 
write better, as well as understand bias” (Interview, October 8, 2014).  Many of the other 
participants viewed their teaching as a means to promote social justice, which was more 
in line with critical theory.  One goal was not more worthy than the other; it was just that 
one lends itself more to gender-equitable teaching.  The views and practices of Jay, Alex, 
and Liz fell somewhere in between feminism and critical feminism.  All three participants 
acknowledged structural inequities and systematic sexism.  They also taught some 
lessons that examined power structures, such as Liz’s lessons on the treatment of women 
in politics and in the mainstream media.  However, Liz worried that she did not propose 
enough solutions to the problems and thought she may be leaving her students feeling 
victimized.  The fact that Liz had started to come to this realization shows she was 
moving from feminism to a critical feminist perspective.  Tina and Michelle both 
operated from a clear critical feminist perspective.  They believed it was their job to 
empower students, promote social change, and attempt to change sexist beliefs.   
 Curriculum: Coverage versus analysis.  All of the teachers acknowledged that 
the coverage of women in traditional textbooks were sparse.  These participants looked 
for additional resources to teach a more inclusive curriculum and made an effort to 
examine who was left out of history.  The teachers also took ample opportunities to 
connect the past with the present, as they provided students with an historical lens to see 
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modern-day inequities.  The teachers also took advantage of the flexibility of electives to 
spend more time on women. 
 These teachers’ belief systems did influence their lessons.  For example, Jay had 
lessons that provided means for social change, such as when he asked his students to 
propose solutions to the wage gap.  However, Jay seemed only to be able to teach using 
critical feminism in his elective courses.  In his core history classes, such as Modern 
World History, Jay reverted to just covering women more and did not always point out 
the systematic advantages men have.   
 Alex’s passions for race translated nicely to gender-equitable practices.  Yet, he 
admitted in many cases he felt more comfortable addressing race than teaching about 
gender.  Alex said, “I often go to race because that is what is comfortable for me” 
(Interview, October 6, 2014).  While Alex fit the criteria for a teacher who practices and 
embodies critical race theory, he still had some work to do to become a complete critical 
feminist.  For example, his lesson on Lange’s photography from the Great Depression 
could have done more to address poverty and inequity for women, rather than just include 
a prominent woman photographer from that time.  In some cases, Alex did present 
lessons that critically examined structural inequity.  For example, he had his students 
analyze images from both the media today and from the 1950s to demonstrate that there 
had been little change in the objectification of women.  Lessons like that show Alex’s 
growth towards a more critical feminist stance.  
 Tina and Michelle represented teachers whose views and practices best aligned 
with the critical feminist framework.  Both Tina and Michelle spoke passionately about 
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systematic male dominance and the desire to promote change in their students by 
reducing sexism.  Both viewed the curriculum and department much differently than 
some of their counterparts.  They did not just want to modify their lesson to be more 
inclusive of women; they also used class discussions and lessons as an opportunity to 
expose gender inequity.  Michelle wanted to move her students away from blaming a 
local rape victim and instead try to empower young women.  Tina designed lessons 
where students testified in front of Congress to better the circumstances for women 
around reproductive rights.  These types of lessons gave voice to women and empowered 
them to move beyond victims to active resistors of the power structure.   
 Teaching practices: Inclusion.  All of the teachers in this study had inclusive 
classrooms; that was what made them gender-equitable teachers.  All teachers were 
aware of how often they called on each gender, promoted young women, and made their 
classrooms safe spaces.  In observing their classrooms, it was also clear the voices of 
female students were heard. The teachers were conscious to make sure women were not 
passive receivers but, rather, actively participating in the class.   
 Agents of change.  Only some of these teachers served as agents of change.  
Michelle and Tina, who operated from a critical feminist perspective, worked to change 
their students’ beliefs and attitudes about women.  For example, Tina discussed one 
student she had who was struggling with the concept of male privilege.  He had gotten 
upset during a video they were watching, Makers: Women Who Make America (Smith, 
2013).  In order to help this student gain perspective, she decided to alter her lesson and 
teach about the overt sexism from the 1950s the following day so her student could 
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understand some of the historical roots of gender stratification.  She explained, 
I think a lot of kids rebel against the idea of White privilege.  This is the same 
thing with male privilege.  There is such a thing as male privilege maybe that they 
didn’t necessarily see.  I’m still trying to figure this kid out and trying to still 
work on him.  We were watching The Makers, you can tell that he was clenching 
his fists and getting upset.  I tried to talk to him about it.  He wasn’t really 
responsive other than just, “I don’t agree with everything.”  So then the next day 
did the 1950s gender roles culture lessons.  He was really appalled by the sexist 
ads.  I was like “Wow, he’s gotten better and getting it.”  (Interview, May 2, 2015) 
Here, Tina was trying to change her student’s beliefs about gender inequity, rather than 
just present the material.  Tina took time to talk to that student after class and design 
lessons with him in mind.  Michelle also felt it was her job to help influence her students’ 
beliefs.  For example, when Michelle held the class discussion on a rape at a local 
college, her goal was to change the perspective of some of her students whom she had 
overheard blaming the victim.  Michelle said,  
A couple other kids had heard about it and apparently some girl had invited a guy 
back to her room and then accused him of raping her.  That comment, that 
explanation of what happened generated a lot of discussion as far as if she played 
a role in the responsibility for what happened.  That was upsetting to me and 
seemed like something we should spend time talking about, so we sort of had an 
impromptu discussion about it.  I did a blame-the-victim exercise with them that I 
do in my psychology class and tried to offer some perspective on whether she 
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could take any action short of “Please rape me.”  That would mean she was asking 
for it.  For some kids, that was a question that got them really thinking. 
(Interview, April 29, 2015) 
Both Tina and Michelle wanted to change their students’ views.  They designed 
their practices and lessons based on their students’ reactions with the hope of offering a 
critical lens that reduced sexist beliefs.  Other teachers who did not hold as strong of a 
critical feminist view did not go to as great of lengths as Tina and Michelle had gone to 
change their students’ belief structure.  Contrast their goals with Liz, who explained that 
her goal for her students was the following:  
Value their opinions and where maybe mine don't coincide with theirs but to 
understand that they have the right to their opinion even if—you know, if it’s 
offensive, it’s offensive.  We'll talk about it but at the same time, to know when 
not to sort of preach at them but rather for them to have their own opinions but at 
least my goal is for them to understand why they have those opinions, not to 
change them. (Interview, October 19, 2014)   
However, not all the teachers wanted to serve as agents of change.  Some, like 
Liz, felt it was not their job to change students’ opinions.  Shelly also believed it was not 
her job to change students’ minds.  She said, “You’re not going to change someone’s 
mind, and I don’t think it’s necessarily my job to change their mind” (Interview, October 
6, 2014).  This view varied from Tina and Michelle who wanted to change their students’ 
minds, and, of course, this was reflective in their practices.  I did not observe any lessons 
in which Shelly and Liz altered their practices in order to reduce sexist beliefs in 
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individual students.  Hence, it is possible that the beliefs of teachers drive practices, and 
those with critical feminist beliefs are more likely to see themselves as agents of change, 
which translates into their classrooms and curriculum.  One reason why the teachers in 
this study differed could have been because they were not sharing their views and 
opinions with each other. 
 Lack of collaboration.  One commonality the teachers all shared was a lack of 
sharing. The teachers failed to collaborate on even a basic level.  With a few exceptions, 
the teachers in this study did not even know who the other gender-equitable teachers were 
at their site.  Besides not collaborating with each other, the teachers were also not sharing 
with teachers in their department or in their school.  Many cited a lack of time, but others 
feared being stigmatized for promoting gender equity.  Additionally, there was no 
structure in place for teachers to share these resources or information.  They could only 
do so informally via e-mail or during conversations with colleagues.  While the school 
had built-in collaboration time, it was preplanned without much input from the teachers. 
 Lack of solution-based teaching.  Additionally, the teachers also lacked 
solution-based teaching.  That is, they spent ample time discussing the problem with 
women in society, but they spent little time addressing what could be done about it.  The 
teachers missed openings to build on their lessons by promoting student engagement.  
The teachers did not provide chances for the students to create solutions, work in the 
community, participate in service learning, and/or raise awareness.  This may have left 
students feeling disempowered.  If teachers operated only from a feminist lens, then they 
may not have worked to help those marginalized become resistors.  Since some teachers 
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did not include the critical part of feminism in their beliefs or practices, they missed a key 
opportunity to promote change and empower students.  This was an area where the 
teachers could have collaborated to create lessons that enacted social change, such as 
Tina’s “Congressional hearing” assignment.  
  Overall, these teachers were doing meaningful work; although, it was being done 
in isolation.  When teachers share idea and work together students may benefit.  If 
enough teachers work together gender-equitable teaching could become part of the norm 
in social studies education, rather than just a practice of a small number of teachers with 
strongly held feminist beliefs.  A significant reason why the teachers in this study were 
not collaborating could have been because they were not advocating or sharing their 
views.  
Advocacy and the Feminist Label: The Fear of Speaking Up 
 Even though both Tina and Michelle demonstrated several gender-equitable 
practices, they were not sharing their work.  Tina felt she could always do more.  She 
admitted that sometimes she was reluctant to share too much on the topic of feminism.  
Michelle and Tina, unlike the other participants, openly admitted that they did not share 
enough with colleagues or express their feminist views.  Tina and Michelle also 
represented the only two participants who fully subscribed to CFT.  
 These women had the strongest critical feminist views, yet they were worried 
about how they were perceived by others.  Both women expressed fears of being seen as 
an “angry feminist.”  Michelle explained that she did not always want to be the 
spokesperson for women’s rights.  She said,  
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 A small part of it is that I’m aware of people’s perception of me, and I want to 
pick my battles I guess.  I also feel that it’s such an ingrained problem that I don’t 
have even any idea about how to go about fixing it. (Interview, April 29, 2015)   
Michelle did not always advocate for gender equity, because she did not want to alienate 
her colleagues.  She described a few situations in which her colleagues were saying, “Oh, 
she’s talking about that again.  Oh, here ‘they’ go again” (Interview, April 29, 2015).  
The “they” Michelle was describing comprised a vocal few in her department who were 
often bringing up women’s rights and sexism.  This same idea was mentioned by Tina.  
Both women felt it was difficult to always be the one advocating all the time, without 
jeopardizing being jovial or collegial.  They felt that bringing up issues of gender equity 
could sometimes be a fruitless endeavor.  Michelle explained:  
 Am I going to bring up in our next department meeting, “I’d like to talk about 
how I think that there are a lot of traditional, regressive beliefs about gender in 
this school like in our student population?”  Where is that going to go?  It’s not 
going to go anywhere. (Interview, April 29, 2015)   
 Beyond this, Michelle also found frustration in the fact that when she did 
advocate for her concerns, they were sometimes dismissed.  She recalled a situation in 
which she advocated for paid maternity leave as a member of the teacher union’s 
negotiation team.  She explained, 
I brought up maternity leave at [the contract] negotiations last night, and I was 
very upset about it obviously because I think it’s a travesty.  The fact that we 
don’t get any and that we have to use our sick days.  I was alone.  The response 
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was like, “Oh, you could just take the time unpaid.  We are much more 
progressive than other districts.  We let you take 40 days.” I was like, “Thanks, 
Guys.”  I know that, but this is still a huge issue.  (Interview, April 29, 2015) 
In regards to the administration, she said “either they don’t think it’s a problem or they 
think it’s too big of a problem and we have other problems that we can fix, that we 
should focus on” (Interview, April 29, 2015).  Because of this, Michelle did most of the 
fighting for gender equity in her classroom, rather than in her department or school.  
Tina echoed similar sentiments as Michelle.  Both she and Michelle worried about 
perception.  Here were two women who went out of their way to promote critical feminist 
ideals; however, when it came to their own professional lives, sexism still served as a 
barrier for them.  This finding especially exemplifies how patriarchy persists even in 
politically liberal environments with progressive people.  
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CHAPTER 5:  IMPLICATIONS AND SIGNIFICANCE 
 In this final chapter, I summarize the findings according to the research questions, 
and I discuss how these findings connect to the research on gender-equitable teaching and 
gender in the social studies classroom.  I also examine additional findings beyond the 
scope of the research questions.  I then suggest how the findings of this study can be 
directly applied to the classroom.  Additionally, I discuss the barriers to gender-equitable 
practices within the teaching profession.  The last section provides suggestions for 
research and policy, and concludes with my final thoughts. 
Summary of Findings  
 This study was guided by the following research question:  Is there a relationship 
between high school social studies teachers’ beliefs about gender equity and their 
teaching practices, their curricular design, and the degree to which they advocate for their 
beliefs?  To answer this question, it is important to first briefly address all three 
questions. 
 The first asked:  Do social studies teachers with beliefs about gender equity adjust 
their curriculum?  The study uncovered evidence that the teachers with gender equitable 
beliefs did adjust the curriculum.  All six teachers had strong feminist views and spent 
substantial time incorporating women into the curriculum.  They did this by finding 
resources beyond the textbook and infusing current events into their curriculum.  They 
also spent extra time collaborating with colleagues and reflecting on who was not 
covered in the curriculum.  The participants intentionally designed their curriculum to be 
inclusive; beyond that, when they could not find time in the regular social studies 
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curriculum, the teachers used electives as a way to give women a larger voice in history 
and social science. 
 The second question asked:  Do social studies teachers with beliefs about gender 
equity adjust their teaching practices?  The findings of this study suggest that the teachers 
with beliefs about gender equity did adjust their practices. The most obvious evidence 
was seen in how the teachers encouraged young women to volunteer and assume 
leadership roles in the classroom.  All of the teachers in this study achieved that.  The 
call-count during the observations clearly showed that men and women were called on 
equally, and in some cases women were called on more (see Appendix I). In general 
these teachers saw their feminist perspectives playing out in the broader context of 
inclusion and participation.  They created very positive and safe spaces for young men 
and women often by using praise and positive reinforcement.  More than half the 
participants referred to culturally relevant pedagogy and the importance of taking the 
background of their students into account when teaching.  It became clear that because 
the teachers understood that women were often devalued in society and in schools, they 
worked extra hard to ensure their classrooms were places of equity. 
 While this study focused on the classroom, it should also be noted that these 
teachers adjusted their practices outside the classroom as well.  Many of the teachers 
mentored young women both formally and informally.  One participant ran an after-
school dance club for all women but spent a great deal of time helping the girls with 
personal problems or with their ambitions rather than dancing.  Another teacher was 
involved in a program that encouraged young women of color to take advanced 
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placement classes.  One participant recommended many young women to her fellow 
teachers for National Honor Society.  These teachers were dedicated to promoting young 
women in a multitude of ways. 
 The final question asked:  Do social studies teachers’ beliefs about gender equity 
lead them to advocate for their beliefs in their department?  This study suggested that in 
many cases teachers’ beliefs did not lead them to advocate for gender equity.  Some 
participants did advocate for their beliefs.  For example, Jay brought up at a department 
meeting how he would like to see more female students take economics.  Tina and 
Michelle lobbied for a gender studies elective.  Yet, besides those examples, substantial 
advocating did not occur.  Liz felt she was too new to make suggestions; Shelly did not 
see a need to advocate, because she never felt discriminated against.  Michelle and Tina 
both feared the perception of their colleagues and administrators if they campaigned too 
much for their beliefs.  As far as promoting gender equity at Smithville High, it seemed 
up to the individual teachers, rather than a collective effort. 
 
Discussion  
 This study attempted to fill a portion of the gap of our understanding gender in 
social studies research.  Furthermore, it attempted to find a solution to the problem posed 
by many scholars that social studies classrooms and schools are not serving women well 
(Sadker & Sadker, 1989; Sanford, 2002).  Sadker and Sadker (1989) documented the 
sexism that exists within public schools and the detrimental impact it has on women.  
Current research on social studies as a discipline has shown that “neither women nor 
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feminism receive much attention” (Schmeichel, 2011, p. 1).  In fact, most research has 
documented the absences of women from textbooks and curriculum (Commeyras, 1996; 
Feiner, 1993; Sanford, 2002; Schmeichel, 2011 Schocker & Woyshner, 2013).  
Schmeichel (2011) and Noddings (1992), in particular, argued that feminism can be of 
great benefit to the social studies classroom by providing understandings of different 
perspectives and creating a safe space for all students to interact with the curriculum.  
Yet, even though feminism has much to offer the social studies classroom, it has received 
very little attention in K–12 schooling.  Schmeichel explained that, even though feminism 
has exploded in academia “in K–12 and social studies education practice, the silence on 
feminism is deafening” (p. 3).  Even so, social studies continues to be the one class where 
gender is most explicitly discussed (Schmeichel, 2011).  The teachers in this study were 
simultaneously feminists and social studies teachers who were using the social studies 
classroom to promote gender equity.  Their work was important not just because of what 
they were doing, but because so many educators in social studies have not been taking the 
time to consider gender-equitable practices. 
Teaching from a Critical Feminist Perspective  
 Beyond having a feminist perspective, having a critical feminist perspective 
mattered.  The teachers in the study whose beliefs aligned more with critical feminist 
theory were more likely to design lessons that showed structural inequity, promoted 
social change, and empowered women.  The critical feminist teachers were able to move 
their practices to not just be inclusive of women but also paint a larger picture of 
patriarchy.  This was an important distinction in beliefs and practices that could serve to 
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empower young women. 
 Overall, the question still remains—what drove these teachers to do this?  At the 
surface, it might seem clear that the one commonality was that they were feminists.  So 
one would assume that their feminist beliefs were what drove them to gender-equitable 
teaching.  However, it was more than that.  These teachers did not just care about women 
in their classrooms; they all had a commitment to social justice as well.  That is, they saw 
the social studies classroom as a place to represent marginalized groups, including 
women.  Many teachers in this study held the philosophical belief that education could 
act as an agent for social change.  For example, Jay saw his classroom as a place to help 
create better citizens.  He even talked about how his elective could be a place to create 
better people.  He shared,  
I like to joke around and when they ask me what is sociology about, I just say, 
‘Oh, it makes you a better person.’  And it's sort of a lofty and silly thing to say 
but it probably resonates more with them at how simple the phrase is, but 
probably how true it is. (Interview, October 29, 2014) 
Jay actually wanted his teaching to help create better people.   
 Many of the participants in this study had similar philosophical views on 
teaching.  Liz reiterated Jay’s feelings, stating that she felt the purpose of teaching was 
“to leave your students with tools that can help make them better citizens” (Interview, 
November 19, 2014).  Michelle became a teacher to promote social justice.  Alex focused 
on having his students understand systematic racism, and the lessons I observed from 
Shelly focused on having students understand class disparity.  Tina explained the reason 
 
 
133 
she became a teacher was to “be able to help reach those students that weren’t able to be 
reached otherwise” (Interview, November 1, 2014).  Thus, while it was important the 
teachers were all feminists, it was equally important that they saw the role of the teacher 
as a moral one, specifically in relation to the necessity of social change.  The teachers in 
this study saw teaching as a means to create better citizens, promote social justice, and 
help marginalized groups.  The biographies of these teachers that led them to feminism, 
as discussed in Chapter four, also provided an awareness of inequity that drove each to 
teach as a way to make the world a fairer place. 
 Understanding the reasons behind why teachers go into the profession may be a 
helpful tool in promoting gender-equitable practices.  It appeared from these six teachers 
that there was a strong moral component to their reasons behind becoming a teacher.  
Potentially, it is teachers with these philosophical standpoints who are most likely to 
practice gender-equitable teaching.  This could be helpful in informing schools of 
education when choosing what type of teachers they would like to admit.  Examining 
teaching philosophy may also be useful to districts that are interested in hiring teachers 
who have gender-equitable practices.  That is not to say that teachers who went into 
teaching for the love of a subject cannot be gender-equitable teachers.  With this 
particular group of six teachers, there was a link between their teaching philosophies and 
their gender-equitable teaching practices. 
Fostering Gender-relevant Pedagogy 
          These teachers were making a difference from the ground up with relatively easy-
to-implement practices.  If schools and social studies classroom teachers are interested in 
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gender equity, then there are some ways to implement what these teachers do.  I argue 
that we should create a new form of schooling based on Ladson-Billings (2009) culturally 
relevant pedagogy—called gender-relevant pedagogy.  This can be done by creating a 
gender-inclusive curriculum, which has women as a standalone voice, and making that 
gender-inclusive curriculum relevant to the students’ lives.  In addition to having a 
gender-relevant curriculum, it is also important to practice gender-equitable teaching by 
creating classrooms that are gender positive spaces and reflecting often on gender bias. 
  To create a gender-relevant curriculum, these teachers reiterated what academics 
have been saying: that the social studies curriculum based on state standards and 
textbooks does not represent women sufficiently.  As Shelly noted,  
It’s not always the presence but it’s the lack of presence.  And I want to make sure 
that kids understand that people are there and that they are not really 
acknowledged in history, but that doesn’t mean that they weren’t present and they 
didn’t make contributions. (Interview, May 12, 2015)  
These teachers did this by using reading packets, recent articles, current events, and 
community crises to bring gender into their curriculum.  As Tina explained, she had been 
“really digging deeper to find resources that allow us to see what women are doing and 
how women throughout history have been perceived” (Interview, May 2, 2015).  
Department chairs could encourage teachers to write gender-equitable curriculums.  Or, 
teachers themselves could collaborate to find lessons that are much more inclusive of 
women.  Finally, teachers and curriculum writers could create select lessons that focus 
solely on women and gender so that women had a standalone voice.  By creating lessons 
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that exclusively focused on women, these teachers found ways to incorporate women into 
almost every lesson. 
 Additionally, gender-relevant curriculum connects the materials to the students’ 
lives and to issues of gender equity.  Alex and Liz both demonstrated examples of 
culturally-relevant pedagogy.  Alex, growing up as a biracial child, never felt like his 
teachers related any of the history to his own life; therefore, as a teacher, he strove to 
make the content of history matter to his students.  During his lessons, he often asked the 
students what was happening in their own lives and then related the material to that.  For 
example, in one observation, Alex had students interview family and friends about their 
experiences and had them share those experiences with the class.  He used those 
interviews to connect to the struggles and motivations of the current immigrants to those 
of the past (Observation, October 1, 2014).  This was a way to both connect the past and 
the present and also make the curriculum culturally relevant.  Liz tried to end most of her 
lessons by connecting the historical content to the present.  For example, in one of the 
lessons I observed, she ended her government class by connecting the founding fathers’ 
beliefs on representative government to the present-day Electoral College (Observation, 
November 26, 2014).  While these two lessons serve as examples for making the 
curriculum relevant to students’ lives, they did not necessarily connect to gender.  The 
best example in this study of gender-relevant curriculum was Tina’s class discussion of a 
rape at a local community college.  Under no circumstances was that incident laid out in 
the state social studies standards, but Tina discussed it anyway, because it was relevant to 
her students and an example of gender-relevant curriculum.  Other examples could 
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include discussions of transgender bathrooms or the sexism in the current presidential 
race.  If department chairs or principals wanted to have gender-relevant curriculum, then 
they must invest time in creating curriculum committees that specialized in how to 
connect history content to current events.  Additionally, individual teachers must take the 
time to get to know their community, as Alex did, as well as get to know issues of gender 
discrimination, as Tina did.  Teachers must then design their lessons to incorporate the 
backgrounds of their students and the current issues of gender equity.  
 Another way to focus on gender-equitable teaching is to create classrooms that are 
gender-positive spaces.  The teachers in this study were aware of gender bias and worked 
hard to combat it.  One teacher, Tina, explained, “Sometimes you will see in teaching, 
you call on boys more because they’re more likely to talk and they’re louder” (Interview, 
May 2, 2015).  In observations, the participants had positive relationships with students, 
and their classes had a relaxed atmosphere where risk-taking was encouraged.  Students 
were not afraid to question the teachers or to share their opinions. Teachers used praise 
and positive reinforcement much more often than discipline.  This may be the hardest 
practice to duplicate; the best way to do this is to observe fellow teachers often.  Teachers 
and principals should seek out colleagues who are well-known for their gender-equitable 
treatment of males and females and observe their practices. 
 Finally, teachers and administrators should encourage and partake in the 
reflection of their own professional practice.  In order to have a gender-relevant 
curriculum and practice gender-equitable teaching, one must reflect on her own teaching 
often.  The teachers in this study shared lessons, sent articles, called colleagues on 
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weekends, and created new electives.  The participants were able to do this because they 
all really enjoyed their profession and were passionate about their beliefs in gender 
equity.  Tina shared, “I love lesson planning more than anyone probably.  I love it, and I 
like to dig really deep and find and pick and choose from all different perspectives” 
(Interview, May 2, 2015).  Alex echoed her positivity, stating, “I love what I’m teaching 
and so that translates to the students” (Interview, October 8, 2014).  When explaining her 
feminist views, Liz said,  
[They] give me passion to keep teaching.  I love the topic and the more I love it, 
the more I want to teach it.  I think it just inspires me to find every avenue and 
think of really greater ways to hopefully open [the students’] eyes to something 
that they've never thought about in a certain light. (Interview, October 19, 2014)  
This love of their craft really drove the participants to find ways to improve their teaching 
and to further engage their students.  While loving your job and putting forth additional 
effort is not something that can be taught, administrators in charge of hiring should seek 
out educators who see teaching as a passion.  This dissertation’s ultimate goal was to 
provide a path for educators who are interested in good teaching and, more specifically, 
gender-equitable teaching.   
 
Conclusion 
 My hope is that someday this dissertation will be outdated.  That is, my hope is 
that gender-equitable practices will become an ingrained part of social studies teachers.  
Other teachers will replicate the practices of these six teachers.  However, at the present 
time, this is not happening (Commeyras, 1996; Crocco, 2008; Schmeichel, 2011).  This 
 
 
138 
study corroborated the findings of previous scholars that the teaching of gender is 
underrepresented in social studies.  Despite all the ways that the teachers in this study 
were successfully implementing gender-equitable practices, each was working as an 
individual in his or her classroom rather than as a collective force.  The setting for this 
study was a very inclusive liberal school, which was well-known for its academic merit 
and its diverse student body.  It seemed like a strong setting for gender-equitable 
teaching; yet, there was no school wide or department wide initiatives towards gender 
equity that the teachers knew about.  Throughout the interviews with the teachers, there 
was almost no mention of school-wide initiatives or support from their department, and 
only on a few occasions did they mention working with fellow teachers.   
 When asked about the barriers to gender-equitable teaching, the participants often 
cited lack of time and too much focus on standardization.  Michelle felt frustrated that she 
wouldn’t have more time on women’s issues because she was behind.  She explained, 
We are going to get into the 70s now and the 80s.  I’m really not sure how to 
handle the women’s movement and Roe v. Wade.  I don’t know what to do.  I 
want to spend a lot of time on it, but I don’t have any time.  I’m already behind.  
It is a constant problem.  (Interview, April 29, 2015) 
  Being behind was a factor that the participants often brought up.  As Jay 
explained, a focus on gender was often lost: “We’re bound by curriculum standards in 
our Modern World class so it doesn’t leave as much ability to deviate from schedules” 
(Interview, May 6, 2015).  The issues with time and standardization were significant and 
prohibitive.  Yet, they were part of a larger problem that two participants pointed out in 
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their interviews:  American public schools are not often at the forefront of social change. 
 Two of the participants, Michelle and Tina, described subtle sexism that still 
existed in schools.  Subtle or less overt forms of sexism were much harder to identify and 
therefore harder to stop.  As Michelle explained,  
It’s not like I can see sexism that I’m not speaking up about.  It’s not like male 
teachers get paid more or male teachers get better classes or even like our 
department head seeming to talk to women in a different way.  That’s not like a 
quantifiable thing that I can bring up in a meeting and be like, “I think you talk to 
women differently.” (Interview, May 6, 2015) 
It was also hard to quantify how sexism may have impacted students.  Michelle 
continued: 
Can I look around and be like, “These poor girls are victims of sexism?”  I don’t 
know. They seem fine.  But I know, on the other hand, they’re not fine.  They 
might not even know that they’re not fine.  The live in a society that isn’t fine.  So 
what do I do?  I don’t know.  (Interview, May 6, 2015) 
            There is no simple solution for the problem Michelle and other academics (Sadker 
& Sadker, 2010) have pointed out.  In order to eradicate sexism in school and in our 
society, it will take a large-scale shift.  My argument here is that schools and social 
studies classrooms should move from constantly measuring what students are learning to 
teaching them how they behave as people and as citizens.  One piece is treating both men 
and women equitably and teaching an inclusive curriculum.  Once schools start doing 
this, the work of six gender-equitable teachers will not be so extraordinary.   
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Implications for Practice 
           The findings of study contribute to our understanding of the influence of teachers’ 
beliefs about gender on their practice.  Moreover, this has potential to inform teacher 
preparation and professional development programs in fostering more gender-equitable 
teachers.  For example, one of the goals of this study was to attempt to present models of 
gender-equitable teachers.  Examples of their practices include promoting young women, 
looking for resources beyond the textbook, creating electives, and infusing current issues 
into the curriculum.  Teacher education programs could implement these practices, as 
well as encourage teachers to examine gender and racial bias and how that may affect 
their own practices.  Over and over again, the data showed that the teachers in this study 
modified the curriculum to include the voices of marginalized groups.  
 These six teachers can serve as models to encourage both veteran and new 
teachers to reflect on their own curriculum and practices, as well as any bias they may 
bring to the classroom.  In order to be a gender equitable teacher one needs to be 
reflective on his or her own bias daily.  This can be done by schools of education offering 
college courses or districts offering professional development courses in reflexivity.  
Gender equitable teachers also need to alter the curriculum in order to place women’s 
issues at the center.  One practical way to this is for department chairs to create 
curriculum writing groups that focus on inclusive curriculums around gender.  
Additionally gender equitable teachers must work toward creating safe and inclusive 
spaces for young women inside and outside the classroom.  A practical way a gender 
equitable can do this is by keeping call counts to see how often they call on each gender.  
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Another method to foster gender equitable classrooms is for teachers to listen to audio of 
their teaching and examine how they talk to each gender, and the language they use to 
speak about men and women. Teachers who want to practice gender equity are also 
encouraged to talk to administrators about creating outlets outside the classroom for 
women to grow such as mentoring programs and women in business clubs.  Using these 
suggestions and these teachers as models there are ways teachers, department chairs, and 
administrators can start implementing more gender equitable practices immediately. 
 Furthermore, school districts could include professional development programs in 
which teachers are encouraged to inspect their own biases and perceptions about gender, 
reflect on their practices related to gender, and modify their curriculum to focus on 
gender.  Helping teachers understand personal biases, improve practices, and expand 
curriculum can help improve the entire profession of teaching.  The hope is that such 
practices can be replicated so that more teachers can take part in gender-equitable 
teaching to better reach all students.  In doing so, the school can become one avenue of 
advancement for young women rather than a place where women are left out of the 
conversation and patriarchal norms are reinforced.  The teachers in this study were 
working hard at changing the norms in social studies education to include gender-
equitable practices, and for that they had the potential to make long-lasting change. 
 
Implications for Policy 
 This study has the potential for strong contributions to the field of teaching 
education both in research and in policy.  Research on the role of gender in the classroom 
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shows that women have been both underrepresented and misrepresented in the 
curriculum (Crocco, 2008; Noddings, 1992; Schmeichel, 2011).  Several textbook 
analyses have shown the poor and missing representation of women (Commeyras, 1996; 
Feiner, 1993; Schocker & Woyshner, 2013).  All of the participants in this study knew 
the textbooks were not inclusive, even if they had not read the research.  School districts 
and social studies departments may want to move away from the traditional textbook and 
spend time and money on resources that do a better job representing marginalized groups. 
 Additionally, many teachers spoke of electives as an easier avenue to practice 
gender-equitable teaching, because these classes did not have state-mandated 
requirements.  Past studies have shown learning about gender and conducting courses 
from a feminist lens may help bring awareness about gender inequity and, in some cases, 
reduce sexism (Jones & Jacklin, 1998; Pettijohn et al., 2008).  Schools and social studies 
departments may want to incorporate more electives into their curriculum if they are 
interested in promoting social justice.  However, while elective courses may have more 
room for gender equity; it is important that core content classes make space for gender 
equity as well so all students can benefit.  The teachers in this study described pressure to 
get through the material or teach the prescribed curriculum; therefore making it harder for 
them to place women’s at the forefront of their curriculum.  The state and district may 
want to rethink the top-down standardized approach to the core history class, that these 
teachers felt hindered their ability to have time for gender equity.   
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Recommendations for Further Research 
 The work in this dissertation is just a start.  This study is a descriptive study that 
only included six feminist teachers.  There are many unanswered questions left.  For 
example, I attributed the teachers’ attempts to change students’ attitudes to their critical 
feminist perspective.  I also suggested that critical feminist teachers were more likely to 
examine the social structures that drive gender inequity.  It is possible that their 
perspectives are just a coincidence and their teaching, curricula, and practices related 
more to their teaching philosophy than the type of feminism they ascribed to.  A study 
examining how teaching philosophies may impact gender-equitable teaching would help 
to determine what exactly may lead to types of gender-equitable teaching.   
 Beyond this, even more research in this area is needed.  A study that looked at 
teachers with traditional beliefs and compared their classrooms to those where the 
teachers held feminist beliefs would help provide clarity on how much beliefs matter.  
Future studies could also compare teaching and learning in electives courses to traditional 
social studies courses, to see if a more flexible curriculum allows for more focus on 
gender-equitable teaching. 
 It is important to note that student outcomes were not examined.  A study pre- and 
post-testing students who experienced different levels of gender-equitable teaching may 
help decipher what types of teaching have the greatest impact on students.  It also would 
be helpful to examine how male and female students react to and learn from gender-
equitable teaching.  Using a mixed-methods approach, students in gender-equitable 
classrooms could be surveyed before and after taking the course to see if they have 
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changes in their beliefs about women.  Finally, studies across different school districts or 
different states may be fruitful in order to see how gender-equitable practices are 
implemented in different settings.  
 
Final Thoughts 
 When we ask ourselves—as educators, policymakers, parents, and principals—
larger questions about school (e.g., “What is the purpose of schooling?” and “What do we 
really want our kids to learn in school?”), I think many would see schooling as a means to 
promote better, more thoughtful citizens.  These six teachers held deeply to that belief.  
They saw the social studies classroom as not only an equitable place for their students, 
but also an opportunity to teach about inequity both historically and in our modern-day 
society.  In my opinion, these teachers represented the core of what good teaching looks 
like.  They reflected often on their own practices; they treated their students with 
kindness and respect; and they spent ample time reconstructing the curriculum to be more 
inclusive.   
 Despite all the barriers, such as time, standardization, and sexism, these teachers 
kept striving.  I was honored to be part of their world for a year.  I followed them around, 
interviewed them often, and got to know them and their classroom procedures.  One of 
the most important takeaways was how much we can learn from our fellow teachers.  In 
an educational setting that is often top-down and policy-driven, teachers are often the 
most neglected when it comes to solving the current educational problems.  Yet, teachers 
may have the best knowledge of how to solve these problems. 
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 I spent the first part of my dissertation reading study after study about how our 
social structures and, in particular, schools are not serving young women to their full 
potential and about how social studies classrooms provide an exclusive curriculum that 
often promotes patriarchal norms. Numerous academics (Noddings, 1992; Sadker & 
Sadker, 1989; Sanford, 2002) have asked social studies as a discipline to do a better job 
representing women, and some have suggested that feminism can help guide this process 
(Commeyras, 1996; Crocco, 2008; Schmeichel, 2011).  Yet, of all the studies, I read only 
one book that looked at what teachers were doing right in the field of gender equity 
(Streitmatter, 1994).  My suggestion is that academics and policymakers turn their 
attention to those who are on the ground floor.  Studying teachers, especially teachers 
who are successful, may be the best way to tackle the current educational problems.  
These teachers provide a model that others in the field can try to replicate.  The voices of 
these six teachers in classrooms spoke louder to me than those outside education.  I think 
we can learn the most from listening to those who are most often overlooked when 
making policy and practical decisions: the teachers themselves.   
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APPENDIX A: 
QUESTIONS FOR SELECTION CRITERIA 
 
Three Student Alumni:   
Can you identify teachers whom you believe are strong teachers? 
Why do you feel these teachers are strong teachers? 
Can you identify any teachers who teach about women’s issues? 
Can you identify classes at your high school you felt talked about women’s issues?  Or 
when you learned about women in history? 
What did you learn in their classes? 
Department Chair, Social Studies: 
Can you identify teachers whom you believe are strong teachers? 
Why do you feel these teachers are strong teachers? 
Can you identify any teachers who focus on gender equity? 
Can you identify classes in your department that focus on gender equity?  Who teaches 
those classes? 
Vice Principal: 
Can you identify social studies teachers whom you believe are strong teachers? 
Why do you feel these teachers are strong teachers? 
Can you identify any teachers who focus on gender equity? 
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APPENDIX B: 
INTERVIEW TOPICS 
 
Research Question: 
 
Is there a relationship between high school social studies teachers’ beliefs about gender 
equity and their teaching practices, their curricular design, and the degree to which they 
advocate for their beliefs?  
 
Do social studies teachers who believe in gender equity advocate for their beliefs in their 
department? 
 
 Do social studies teachers who believe in gender equity adjust their curriculum and 
teaching practices?  If so, how and in what ways? 
 
General Information: 
              
• Why did you decide to be a teacher? 
 
• What courses and levels of those courses do you teach? 
 
• Tell me about your teaching experience.  How long have you taught social 
studies history?  What do you like about teaching social studies courses and 
what do you dislike? 
 
Teaching Philosophy/Classroom Practices:   
 
• If you were to describe one of your typical classes, what would students be 
doing? Describe what excellent teaching looks like. 
• What do you think the main purposes or goals of a teacher should be?  When 
you teach, is there a specific perspective that guides your teaching? 
• Probe:  Do you see the role of a teacher as one that reduces cultural bias? 
       Probe:  Does your philosophy include reducing sexism or any other isms? 
• Do any prior experiences have an impact on your teaching practices or 
teaching philosophy?   
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•    Probe:  What prior experiences with gender inequality impact your teaching? 
Teaching Philosophy as It Relates to Social Studies:   
• What do you see as the fundamental purposes of 9–12 high school social 
studies curriculum? 
• Do you teach (using the same instructional methods? about the same subject 
matter? perspectives? from the same teaching philosophy for each course)?  If 
not, what do you do differently? 
•Probe:  Any time the interviewee mentions gender or sex, ask them to elaborate on 
the above questions. 
Curriculum: 
• What main themes or topics do your students study?  What main activities or 
projects do the students engage in? 
• How often do you use the textbook?  Do you like using the textbook? 
• Does the textbook adequately cover women’s roles? 
Probe:  Do you stick to the textbook or do you use other resources when 
discussing women? 
• How do you teach about gender in social studies class? 
Probe:  When and how often do you teach about gender? 
• How does your teaching philosophy have an impact on how you teach these 
topics? 
• How does your background have an impact on how you teach these topics? 
Probe/Reminder:  Ask for documentation, e.g., lesson plans, student work 
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(consider asking teachers to e-mail you some recent lesson plans, activities, 
student work after the interview). 
 
 Perceptions of Social Studies & Gender Inequality: 
•  Are you familiar with the term “agents of socialization”?  If “no,” then 
explain to participant what the term means.  Do you believe agents of 
socialization (media, schools, peers, and family) socialized us towards 
sexism?   
Probe:  If so, how?  If not, why not? 
• Do you believe there is gender stratification?  Do we live in a male-dominated 
society? 
• Do you believe it is your role to teach to reduce sexism?  If so, how?  If not, 
why not? 
• Do you challenge sexism in your classroom?  If so, how do you, or how do 
you try to, challenge sexism in your sociology classroom?  Is this different 
from how you would do it in a general social studies classroom?  Can you 
supply some examples? 
Advocacy: 
 Do you ever discuss issues of gender equity in social studies meetings?  Why or 
why not? 
 Have you every discussed any of the issues we have talked about with your 
department chair, fellow teachers, and/or students? 
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APPENDIX C:  
QUESTIONNAIRE FOR TEACHERS 
 
Race:  
________________________________________________________________________ 
Gender: 
________________________________________________________________________ 
Age: 
________________________________________________________________________ 
Classes Taught: 
________________________________________________________________________ 
Years Teaching: 
________________________________________________________________________ 
Places Taught: 
________________________________________________________________________ 
 
 
  
 
 
151 
APPENDIX D:  
FINAL ROUND INTERVIEW GUIDE FOR TEACHERS 
 
Interview Protocol 
Final Interview  
End of Study 
 
My research questions: 
 
Is there a relationship between high school social studies teachers’ beliefs about gender 
equity and their teaching practices, their curricular design, and the degree to which they 
advocate for their beliefs? 
 
Do social studies teachers’ with beliefs about gender equity adjust their teaching 
practices?  In what ways and to what extent?  If not, why not? 
 
Do social studies teachers’ with beliefs about gender equity adjust their curriculum?  In 
what ways and to what extent?  If not, why not? 
 
Do social studies teachers’ with beliefs about gender equity advocate for their beliefs in 
their department?  In what ways and to what extent?  If not, why not? 
 
Teaching 
 
1. This year, did gender and or women’s history play a role in your social studies class?  
If so, can you explain how?  
 
2. If gender played an important role in your courses, can you think of specific lessons or 
units this year in which you emphasized gender or women in history? 
 
Probe:  This year, did you teach about gender or women in the historical past? 
 
Probe:  This year, did you teach about gender or women in the present-day?  
 
3. Were there any moments this year in your courses in which a controversial topic 
related to gender or women came up?  
 
Probe:  If so, how did the moment play out?  What was your reaction?  What were the 
students’ reactions?  Would you do anything differently in the future? 
 
4.  I observed the following practices in you classroom . . . can you elaborate on?  (This 
will vary from teacher to teacher.) 
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Beliefs/Advocacy 
 
5. In our previous interview, you said that you were (or were aspiring to be) a gender-
equitable teacher?  Do you feel that you made any progress this year toward becoming a 
more gender-equitable teacher?  
 
Probe:  If so, can you supply some examples of what gender-equitable teaching looked 
like in your classroom? 
 
6. Did you attempt to promote young women at all in your practice, either inside or 
outside the classroom?  If so, how? 
 
7.  Do you still consider yourself a feminist?  Have your views changed over this year? 
 
8.  Have you advocated for your feminist beliefs or for gender-equitable practices this 
year?  If so, how?  After school?  In department meetings?  Through mentoring?  
Advocating for classes?  In the classroom? 
 
Curriculum 
 
9.  Did you modify your curriculum to include more women in history or to teach about 
gender?  If so, how?  If so, do you feel the modifications were successful? 
 
10.  I observed the following curriculum in your lessons . . . can you elaborate on . . . ?  
(This will vary for each teacher.) 
 
General/Concluding 
 
11.  What advice would you give to teachers who wanted to have more gender-equitable 
practices?   
 
12.  Is there anything we have not covered that you would like to share? 
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APPENDIX E:  
CLASSROOM OBSERVATION FORM  
(From Streitmatter, 1994) 
General 
 What did I notice about the lesson, content, or curriculum in terms of gender? 
 What were the main issues that struck me during my visit? 
Curriculum   
 How long was spent on each topic? 
 How were events portrayed? 
 What was the language used around gender? 
Classroom Discourse 
 Who is the class by gender? 
 Who is called on by gender?  Record time with each gender. 
 Describe nonverbal contacts. 
 Describe verbal contacts. 
 Who is disciplined?  Who is praised? 
 What topics are discussed?  At what length? 
 Who does not talk at all? 
 Who talks the most? 
 What is not taught? 
Methods 
 What instructional methods are used? 
What is the organization of the classroom?  Does this seem to facilitate gender 
equity or hinder it? 
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What words does the teacher use during instruction or interaction?  Are the words 
gender-neutral or gender-biased, or do they promote gender equity? 
Who does the teacher monitor?  How? 
Diagram the classroom, including furniture and people 
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APPENDIX F: 
PARENT PERMISSION LETTER 
Dear Parent,  
 
Please read this letter carefully.  The purpose of this form is to provide you with 
important information about your child taking part in a research study.  If any of the 
statements or words in this form are unclear, please let me know.  I would be happy to 
answer any questions. 
 
The person in charge of this study is Kaylene Stevens, doctoral student at Boston 
University.  
 
This letter requests permission for your child to participate in a research study.  The 
purpose of this study is to help better understand teaching and learning of gender equity 
in the social studies classroom.  
 
Your child will be asked to take an online survey called Ambivalent Sexism Inventory.  
This survey will ask your child a series of 22 questions about men and women.  The 
survey takes less than 10 minutes to complete, and your child can stop taking it at any 
time.  This survey will be taken in class or online at home depending on his or her 
teacher’s preference.  The survey will be taken twice, once at the beginning of the 
semester and once at the end.  
 
As part of this research, your child may be asked to take part in a 20-minute interview 
help better understand teaching and learning of gender in the classroom.  All answers are 
to be kept confidential. Your child’s answers will never be able to be tracked back to him 
or her directly.  Your child can stop the interview at any time.  The interview will take 
place after school hours at Framingham High School and will not interrupt class time.  
Your child’s work about women in history or about gender may be collected as part of 
this research.  All of their work will be kept confidential, and names will be removed.  
 
In addition, your child’s class will be observed six times over the course of the semester 
as part of the study.  Anything your child says during the observation will be kept 
confidential, and names will be removed.  All answers are to be kept confidential.  Your 
child’s answers will never be able to be tracked back to him or her directly.  If you do not 
want your child’s class observed, please return this form and I will not observe the class.  
 
The main risk of allowing us to use and store your child’s information for research is a 
potential loss of privacy.  We will protect your child’s privacy by labeling his/her 
information with a unique code and will keep the key to the code in a password-protected 
computer.  
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Participation in this study is completely voluntary.  Your child may choose not to 
participate.  Your child can stop the interview at any time and may skip any questions 
that make him or her uncomfortable.  
 
For more information, please contact your child’s teacher or Kaylene Stevens 518-727-
6442.  You can also contact my advisor at Boston University, Chris Martell, at 
cmartell@bu.edu.  You may obtain further information about your rights as a research 
subject by calling the BU CRC IRB office at 617-358-6115.  
 
Please return this form to your history classroom teacher if you do not want your child in 
the study.  
Sincerely,  
Kaylene Stevens  
________________________________________________________________________ 
____Please make arrangements so my student is NOT interviewed, observed, or a part of 
the survey  
Student Name_____________________________________________  
Parent Name______________________________________________  
Signature of Parent_________________________________________ Date___________ 
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APPENDIX G:  
FEMINIST IDENTITY DEVELOPMENT SCALE  
(From Bargad & Hyde, 1991) 
 
On the following pages you will find a series of statements that people might use 
to describe themselves.  Read each statement carefully and decide to what degree you 
think it presently describes you.  Then select one of the five answers that best describes 
your present agreement or disagreement with the statement. 
 
For example, if you strongly agree with the statement, “I like to return to the same 
vacation spot year after year,” then you would rate the statement with the number 5 in the 
space provided, as shown below: 
 
 
   1  2  3  4  5 
     strongly      disagree   neither agree         agree          strongly 
     disagree     nor disagree            agree 
 
 
 __5__   I like to return to the same vacation spot year after year. 
 
 
Remember to read each statement carefully and decide to what degree you think it 
describes you at the present time. 
 
 
_____ 1. I don’t think there is any need for an Equal Rights Amendment; women 
are doing well.  (1) 
 
______ 2. I want to work to improve women’s status.  (5) 
 
______ 3. I used to think there wasn’t a lot of sex discrimination, but now I know 
how much there really is.  (2) 
 
______ 4. I am very committed to a cause that I believe contributes to a fairer and 
more just world for all people.  (5) 
 
______ 5. I don’t see much point in questioning the general expectation that men 
should be masculine and women should be feminine.  (1) 
 
______ 6. I am willing to make certain sacrifices in order to work toward making 
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this society a nonsexist, peaceful place where all people have equal 
opportunities.  (5) 
 
______ 7. I care very deeply about men and women having equal opportunities in 
all respects.  (5) 
 
______ 8. It makes me really upset to think about how women have been treated so 
unfairly in this society for so long.  (2) 
 
______ 9. I do not want to have equal status of women and men.  (1) 
 
______ 10. It is very satisfying to me to be able to use my talents and skills for my 
work in the women’s movement.  (5) 
 
______ 11. I think that most women will feel most fulfilled by being a wife and 
mother.  (1) 
 
______ 12. When you think about most of the problems in the world—pollution, 
discrimination, the threat of nuclear war—it seems to me that most of 
them are caused by men.  (2) 
 
______ 13. It only recently occurred to me that I think that it’s unfair that men have 
the privileges they have in this society simply because they are men.  (2) 
 
______ 14. I feel that I am a very powerful and effective spokesperson for the 
women’s issues I am concerned with right now.  (5) 
 
______ 15. I feel angry about the way women have been left out of history 
textbooks.  (NS) 
 
______ 16. If I were to paint a picture or write a poem, it would probably be about 
women or women’s issues.  (3) 
 
______ 17. I think that men and women had it better in the 1950s when married 
women were housewives and their husbands supported them.  (1) 
 
______ 18. When I see the way most men treat women, it makes me so angry.  (2) 
 
______ 19. Recently I read something or had a specific experience that sparked my 
greater understanding of sexism.  (2) 
 
______ 20. I think that rape is sometimes the woman’s fault.  (1) 
 
______ 21. On some level, my motivation for almost every activity I engage in is my 
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desire for an egalitarian world.  (5) 
 
______ 22. I am not sure what is meant by the phrase “women are oppressed under 
patriarchy.” (1) 
 
______ 23. I think it’s lucky that women aren’t expected to do some of the more 
dangerous jobs that men are expected to do, like construction work or 
racecar driving.  (1) 
 
______ 24. I have a lifelong commitment to working for social, economic, and 
political equality for women.  (5) 
 
 
NOTE:  Numbers in parentheses at the end of items indicate the stage for that item.  NS = 
No Stage.  These items are not part of the final scales but were present in test 
development.  They can be omitted if desired. 
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APPENDIX H:  
INFORMED CONSENT FOR TEACHERS 
Thank you for agreeing to participate in this research study, which will take place from 
August 2014 to January 2015.  This form details the purpose of this study, a description 
of the involvement required, and your rights as a participant.  I am student at Boston 
University. 
 
The purpose of this research study is: 
• To gain a better understanding of how gender is taught in the social science classroom 
and the student perceptions about gender inequality. 
 
The benefits of the research will be: 
• There are no benefits to this research. 
 
The methods that will be used to meet this purpose include: 
• One-on-one interviews; six classroom observations; artifact collection, including 
sample lessons and curriculum maps; taking the Feminist Identity Development Scale.  
This scale will take about 10 minutes and will be done at your convenience. 
 
You will be interviewed twice for about an hour. You will be observed six times for 20–
90 minute periods.  Three observations will take place in your elective course and three 
observations will take place in your core content course. 
 
You are encouraged to ask questions or raise concerns at any time about the nature of the 
study or the methods I am using.  Please contact me at any time at kaylenes@bu.edu or 
518-727-6442.  
 
You can also contact my Advisor, Dr. Martell, at cmartell@bu.edu. 
 
You may obtain further information about your rights as a research subject by calling the 
BU CRC IRB office at 617-358-6115. 
 
The interviews will be audiotaped to help me accurately capture your insights in your 
own words. 
 
The tapes will only be heard by me for the purpose of this study.  If you feel 
uncomfortable with the recorder, you may ask that it be turned off at any time. 
 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy.  I will protect your privacy by labeling your information with a unique 
code and keeping the key to the code in a password-protected computer. 
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Participation in this study is completely voluntary.  You may choose not to participate 
and you have the right to withdraw from the study at any time.  You may skip any 
questions that make you feel uncomfortable.  In the event you choose to withdraw from 
the study, all information you provide (including tapes) will be destroyed and omitted 
from the final paper. 
 
Insights gathered by you and other participants will be used in writing for a qualitative 
research report, which will be read by my professor and presented.  Though direct quotes 
from you may be used in the paper, your name and other identifying information will be 
kept anonymous.  You will not be paid for taking part in this study. 
 
I have read the information in this consent form, including risks and possible benefits.  I 
have been given the chance to ask questions.  My questions have been answered to my 
satisfaction, and I agree to participate in the study. 
 
SIGNATURE 
 
______________________________________ 
Name of Subject 
 
______________________________________ ____________________ 
Signature of Subject          Date 
 
I have explained the research to the subject and have answered all his/her questions.  I 
will give a copy of the signed consent form to the subject. 
 
_______________________________________ 
Name of Person Obtaining Consent 
 
________________________________________ _______________________ 
Signature of Person Obtaining Consent           Date 
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APPENDIX I:  
TEACHER CALL-COUNT TABULATION 
 
Percentage Called on Males and Females During an Average Class 
 
Participant  Class Females Males 
Alex US II 60% 40% 
Liz US I 55% 45% 
Jay MW 50% 50% 
Shelly MW 60% 40% 
Tina US I 55% 45% 
Michelle MW 50% 50% 
 
**Calculations were based on the number of students in the class.  If there were 12 males 
and 13 females, then a 50/50 ratio would be that 12 males were called on and 13 females 
were called on. 
US II: Modern United States History 
US I: Early United States History 
MW: Modern World History  
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APPENDIX J: 
CODING 
Interview Codes 
Gender-Equitable Curriculum 
 Coverage 
o Women included  
o Women included in nontraditional ways  
 Planning 
o How teachers add women 
o Any instances of collaboration 
 Lesson for change 
o Lessons that show gender inequity 
o Lessons that promote change 
o Lessons that set to change mindsets 
 
Gender-Equitable Teaching  
 Philosophy  
o Discussion of gender-equitable teaching 
o Discussion of the treatment of men and women in school 
 Treatment of women and men in class 
o Description of classroom practices 
o Description of calling on males and females 
 Promoting women outside of class 
o Mentoring 
o Clubs 
o Coursework 
Advocacy  
 Any instances of advocating 
 Reasons for not advocating or collaborating  
o Age or status 
o Fear of labels 
o Not necessary 
o Time  
o Standardized tests or mandated curriculum 
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Background 
 Discrimination 
o Racial 
o Gender 
o Age 
o Sexual orientation 
 Experience as a feminist 
o Influences of  
 Family 
 Coursework 
 College 
 Peers 
 Work experience 
Beliefs 
 Feminist beliefs 
o Critical Feminist beliefs 
o Traditional Feminist beliefs  
 Beliefs about students 
o Transmitter of knowledge 
o Moldable  
 Beliefs about change 
o Teacher as agent of change 
o Teacher as presenter of material 
 
Observation Codes 
Curriculum 
 Methods 
o Video 
o Lecture 
o Station or carousal  
o Group work 
o Art-based 
o Discussion  
 Teacher led 
 Student led 
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 Materials that included women 
o Textbook 
o Primary sources 
o Video 
o Supplemental readings 
o Teacher lecture 
 Coverage 
o Examples of women included  
o Examples women included in nontraditional ways  
o Gender-equitable language 
o Non-gender-equitable language 
 Lesson  
o Examples that show gender inequity 
o Examples that promote change 
o Examples that set to change mindsets 
 
Classroom Discourse 
 Discussion 
o Non-gender-equitable language  
o Gender-equitable language 
o Discussion on women 
o Attempts to change thinking about women, gender, or gender roles 
o Missed opportunities to discuss women 
o Discussion of inequity 
 Race 
 Gender 
 Class 
 Verbal contacts (each looked at by gender) 
o Teacher to student 
 Praise 
 Discipline 
 Redirect 
 Question 
 Restate 
 Suggestion 
o Student to student 
 Question 
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 Suggestion 
 On-topic comment 
 Off-topic comment 
o Student to teacher 
 Question 
 On-topic comment 
 Off-topic comment 
 Nonverbal contacts (each looked at by gender) 
o Teacher to student 
 Gesture 
 Sign of affection 
 Movement towards 
 Discipline  
 Facial expression 
 Negative 
 Positive 
o Student to student 
 Gesture 
 Sign of affection 
 Facial expression 
 Negative 
 Positive 
o Student to teacher 
 Gesture 
 Sign of affection 
 Facial expression 
 Negative 
 Positive 
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APPENDIX K: 
Observation Schedule 
Person 
observed/ 
Announced 
(A) 
Unannounced 
(UA) 
Date Observed/Topic 
Core Class 
Date Observed/Topic 
Electives  
Michelle (5A, 
3UA) 
US II CPI 11/19, 11/20, 11/21, Imperialism & 
Current Events  (A) 
US II CPI 12/11 Voting rights for women, 
wrapping up 1920s showing Iron jawed 
Angels (A) 
US II CPI 12/12- Women’s rights 
progressives, 1920s importance of the radio 
(UA)  
 US II H- 9/30 Discussion of FSU rape (A/S) 
AP psychology- 10/16, 10/18 - 
did not explicitly cover women 
first term (UA) 
 
Shelly (3A, 
3UA) 
World History Honors-  2/12 Imperialism, 
maps over time A 
12/18- World History honors, report card: The 
British Empire in India UA 
12/19- Modern World History- British Colony 
Role Play UA 
Art History  (B period) 11/20 
(Japanese Water Color Painting 
Activity) UA, 12/2-Story of 
French Revolution, uses Sister 
Mary- a woman’s perspective 
on the painting, analyzing 
painting raft of the Media A 
12/11/14- Student Painting- 
pointillism, post impression A 
Liz (3A, 5UA) US I CPI 11/26- Discussion of Ferguson, 
Federalists & Anti-Federalists UA 12/2 – Was 
Alexander Hamilton right?  In terms of class, 
gender, and race? Continuation of Federalists 
& Anti- Federalists A 
12/11, 12/12 Electoral Map activity UA 
AP Government (11/19, 11/20- 
Women politics in Media) A 
12/2, 12/3,12/4- Discussion of 
electoral politics UA 
Alex (3 A, 
5UA) 
US II- 11/15, 11/20 – progressive Iron Jaw 
Angels,  
US II- 11/26, 11/28, 12/19 women in the 
progressive movement   UA 
Facing History (10/1, 10/3, 
10/4- Drawing skin color)  A 
Jay (4A, 2UA) World History , 11/20- Testing and class 
discussion UA 
World History CP I 11/24- Finishing your 
women’s suffrage or Chartism movement 
pamphlets SA 
Economics 11/20- Debate 
about government spending 
UA 
AP psychology 11/19-Sensory, 
12/2-Skinner A  
Economics 12/12- recap pay 
gap for women SA 
Tina (5A, US I CPI D period, (11/20, 12/2)-Articles of History through pop-Did not 
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3UA) Confederation, 12/2- Federalists vs. Anti-
Federalists A   
12/22/14- In library to work on U.S. 
constitution scrapbook- how constitution 
impacts you today UA 
US II H 11/21, 11/24, 12/2 (E period) - WWI, 
women in the home front, Research paper 
choose a topic whether or not justice has been 
done by the US government. Women were 
included an encouraged, Pop Culture of the 
1920s A, UA, A 
cover women 12/4 UA 
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